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ABSTRACT 

This study presents research on the Psychological Capital Questionnaire (PCQ-

24) and the Authentic Leadership Questionnaire (ALQ) in a sample of Arizona secondary 

school principals. A comprehensive literature review was conducted linking the 

constructs of psychological capital and authentic leadership to other forms of positive 

leadership, effective organizational change theories, positive psychology, organizational 

learning, and empirical research on effective schools. A conceptual model of effective 

leadership for positive organizational was developed with psychological capital and 

authentic leadership as critical components.  

The goal of the study was to determine whether or not these measures of 

psychological capital and authentic leadership are valid, reliable, and appropriate for 

further research in educational settings.  

A confirmatory factor analysis quantitatively examined the goodness of fit 

between the data collected from Arizona secondary school principals and the predefined 

factor structure supported by previous theory and research. A sample of N=147 for the 

ALQ and N=149 for the PCQ-24 were collected from active secondary principals in 

Arizona.  

The following questions guided this study:  

1. Is the factor structure of the PCQ-24 and the ALQ consistent with the theoretical 

model? 

2. What are the internal consistencies (reliabilities) of the sub scales and the overall 

reliability for each questionnaire? 
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3. Are there any significant mean differences in psychological capital or authentic 

leadership behavior given any of the principal characteristics or school 

demographics? 

4. What is the relationship between psychological capital and authentic leadership? 

Findings from the study suggested that the correlated four-factor model was a 

better fit than the theoretical latent factor model for both instruments. Overall reliability 

met acceptable levels for both instruments; however, some subscales in the self-report 

ALQ instrument were unreliable. Significant mean differences in principals’ age and 

years as a principal were found in both instruments, along with mean differences on some 

school demographic factors. Several of these differences support the theoretical 

constructs of psychological capital and authentic leadership within this population.  

Given the tentative results of the instruments, additional research is recommended 

in validating these instruments and potentially modifying them slightly for a population 

of educators. Additional recommendations and limitations conclude this study.  
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CHAPTER 1. INTRODUCTION 

The purpose of this dissertation is to test the reliability and validity of two 

instruments previously utilized in the business sector and now emerging in educational 

leadership literature. One instrument is designed to measure psychological capital and the 

other measures authentic leadership behavior. These instruments will be tested in a 

sample of Arizona secondary schools principals. The goal of the study is to determine 

whether or not measures of psychological capital and authentic leadership are valid, 

reliable, and appropriate for further research in educational settings using research 

instruments that have previously shown promise in the business sector, but to date have 

limited use in education. This dissertation synthesizes the theoretical and empirical 

literature regarding psychological capital and the related areas of positive leadership, 

positive organizational change, and positive psychology to support a conceptual 

framework that explains the relationship between these critical as a model of effective 

leadership for positive organizational change. Through the literature review, this model 

was supported empirically utilizing research regarding effective secondary public school 

principals’ practices as well as leadership behaviors leading to high performance in other 

organizations. Based on the conceptual framework and the empirical evidence, the author 

conducts a study to test these instruments previously used in the business sector and, in a 

limited number of studies, in education, on a population of secondary school principals to 

potentially open the door to future research using these instruments in educational 

settings and build upon the existing literature base.  

This study is part of a growing literature base using the Psychological Capital 

Questionnaire (PCQ-24) and Authentic Leadership Questionnaire (ALQ) instruments in 
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K-12 education. The research provides additional data regarding both of these relatively 

new instruments previously utilized in business settings, as well as providing a next step 

in examining the potential role of psychological capital and authentic leadership in a 

school context. Chapter 1 presents the background of the study, a statement of the 

problem, hypotheses, and significance of the study. It concludes with definitions of terms, 

assumptions and delimitations, the nature of the study, and the organization of the 

remainder of the study.  

Background of the Study 

The timeliness and need for this study is predicated upon two critical factors that 

have manifested themselves in the past two decades. The first is the 21st century context 

that presents profound new challenges for educational leaders and school systems in 

general. The second is a system of research and scholarship that is actively researching 

and testing high performance and flourishing in individuals and organizations referred to 

broadly as positive psychology. This changing context invites us to consider new 

conceptualizations of educational leadership and new instruments and methodologies to 

examine these constructs. The remainder of this section will explore challenges inherent 

in the 21st century context as well as explore positive psychology as it relates to the need 

to consider the constructs of authentic leadership and positive psychological capital 

within a population of secondary school principals. 

21st Century Context 

 The pressure on school principals to produce sustained and veritable performance 

is at an all-time high. NCLB profoundly changed the demands of accountability in 

schools and took an extreme position in identifying areas of weakness. The basic logic 
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underlying this intensive reform movement was that student excellence is defined by test 

scores in math and reading, and those standards, coupled with test-based accountability, 

leads to student success in a globally competitive environment. Others who were acutely 

aware of the challenges of globalization, the power of the internet, the flattening of 

organizations, and the elimination of routine work as a viable economic option were 

arguing for a vastly different set of skills and dispositions for students that cannot be 

measured on multiple choice exams and nearly always include critical thinking, 

creativity, global awareness, and communication/collaboration (H. Gardner, 2006; Pink, 

2005; Trilling & Fadel, 2009; Wagner, 2008). Zhao (2009) argues that the purpose of 

education is to equip students with the necessary “skills, knowledge, attitudes, and 

perspectives to live a prosperous and happy life as well as to perform responsibilities 

required of them as citizens of a society” (p.13). He goes on to argue that standardized 

tests including global comparisons are remarkably poor predictors of future success and 

are not good indicators of the effectiveness of education that a school provides.  

Effective leadership is a necessary and critical component of effective schools and 

student achievement. However, a heavy focus on content knowledge and prescriptive, 

narrowly conceptualized processes will likely not lead to external outcomes that will 

actually position students to succeed in the 21st century workforce which will require 

substantially higher levels of competency in mathematical reasoning, literacy, and higher 

level thinking mainly involving synthesis and creativity (National Center on Education 

and the Economy, 2007). The focus on factual, explicit information neglects critical “soft 

skills” and work habits that are as important, if not more important, than content 

knowledge (Partnership for 21st Century Skills, 2007) and does not prepare students to 
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become productive knowledge workers in learning organizations where teamwork, 

innovation, and creativity are standard expectations of individuals’ work (Senge, 1990).  

In June 2010, the National Governors Association Center for Best Practices (NGA 

Center) and the Council of Chief State School Officers (CCSSO) released the Common 

Core State Standards. As of July 2011, 44 states had adopted the Common Core State 

Standards defining expectations in literacy and mathematics. The purpose of the 

Common Core State Standards is to enable all students to pursue successful futures 

beyond high school equipped with the knowledge and skills required for college and 

career readiness in a globally competitive economic system and enable them to become 

adaptive learners throughout their lives.  

These standards are aligned with some of the most rigorous state standards in the 

country, internationally benchmarked, and explicitly aligned to college and career 

readiness. The criteria used to develop these standards included 

• Aligned with college and work expectations; 

• Include rigorous content and application of knowledge through high-order skills; 

• Build upon strengths and lessons of current state standards; 

• Informed by top-performing countries, so that all students are prepared to succeed 

in our global economy and society; and, 

• Evidence and/or research-based. 

(Common Core State Standards Initiative, 2010) 

The result is a set of standards that significantly increases the rigor and cognitive 

demand required of all learners and a substantial shift for most educators from a linear, 

topical, coverage-based approach to instruction to instruction focused on deeper 
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conceptual understandings of critical knowledge and skills that can be transferred across 

situations and subject areas.  

In an effort to assess the college and career readiness of learners across states, two 

major grants were awarded to develop new assessments. The Partnership for Assessment 

of Readiness for College and Careers (PARCC) has 23 member states and received a 

grant in the amount of 186 million dollars, and Smarter Balanced Assessment 

Consortium (SBAC) with 29 member states received a grant for 176 million dollars. 

These assessment consortia are currently working on assessments that will replace state 

accountability measures with technology based assessment tools that will utilize a mix of 

constructed response items, performance-based tasks, and computer-enhanced, computer-

scored items (PARCC). While (SBAC), will use computer adaptive testing that will go 

beyond multiple-choice questions and include short constructed response, extended 

constructed response, and performance tasks that allow students to complete an in-depth 

project that demonstrates analytical skills and real-world problem solving (Center for K-

12 Assessment & Performance Management at ETS, June 2013). 

These next generation assessments represent a radical departure from the basic 

multiple choice testing and five paragraph structured essay that have dominated the 

summative assessments of the past. For the first time, meaningful performance tasks that 

reflect the real-world application of knowledge necessary to be successful outside the 

walls of school will be part of the assessment landscape. While some skilled teachers 

design instruction for transfer and construct performance tasks that allow students to 

transfer their knowledge and skills to novel situations, this is a new reality for our 
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educational system with a clear focus on college and career readiness for all students 

defined by the Common Core Standards.  

The Common Core Standards require a level of conceptual understanding and 

application that has not previously been assessed. The reality is that disjointed topical 

coverage at low levels of thinking will yield dismal performance on these new 

assessments. Furthermore these standards require a cross curricular focus if students are 

to transfer information and apply what they have learned across situations. Cross 

curricular implications of Common Core Standards include a huge emphasis on 

informational text and writing across the curriculum, reading and writing grounded in 

evidence from text, and regular practice reading complex texts and exposure to academic 

vocabulary. In mathematics there is a major focus on using mathematics to make 

meaning of and across content areas. These significant changes in education will demand 

dramatic shifts in teaching and learning which will put tremendous pressure on school 

leaders as they attempt to meet the challenges of Common Core Standards and 

authentically prepare students for college and career readiness in the 21st century.  

With all of these dramatic changes, the focus on school accountability and 

sanctions for underperforming schools have not in any way slowed the contextual factors 

impacting schools. Qualified teacher shortages, changing demographics of students, 

inequitable funding mechanisms, and additional unfunded mandates by federal and state 

government have all served to erode the capacity of the public school system. Perhaps 

most concerning is that with major shifts in the world job market and the need for a much 

higher level of education for all citizens to be successful, our current system seems 

woefully inadequate to deliver an adaptable education to meet the dynamic demands of 
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the 21st century. Specifically, the elimination of low skill jobs to automation and lower 

labor costs in India, China, and Eastern Europe have created a void of low skill jobs in 

the United States. Additionally, jobs that are high skill, but routine work, are being 

eliminated as well through the digitization of work and the ability to send it anywhere in 

the world at almost no cost. The automatization of work through machines and 

algorithms have also made higher skill jobs (middle managers, accountants, tax preparers, 

etc.) obsolete because the routine aspects of these jobs can be completely automated at a 

much lower cost (Friedman, 2007; National Center on Education and the Economy, 2007; 

Pink, 2005). This means the only economically viable option for high wage jobs involves 

work that requires a high level of skill that cannot be standardized due to its innovative 

and creative nature.  

The industrial age assembly line model of schooling predicated on an agrarian 

calendar is nearing a breaking point (Daggett, 2005). America’s education system has 

maintained a moral balance between equity and excellence better than any country in the 

world; however, today we are confronted with fundamentally different challenges as 

hundreds of millions of competitors from India, China, and Eastern Europe enter the job 

market vying for jobs that formerly were only available in the west as a result of the 

flattening of the world (Friedman, 2005). H. Gardner (2006) argues for five minds for the 

future which include (a) discipline, the capacity to think in one or more proven areas of 

analysis and inquiry; (b) synthesis, the ability to think across or between two or more 

disciplines; (c) creative, the ability to generate new knowledge and breakthroughs; (d) 

respectful, the capacity to work with others from diverse backgrounds in life affirming 

ways; and (e) ethical, a moral base that transcends self-interest to act in a way that serves 
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a larger societal interest. Additionally, entirely new skills that involve creative and 

holistic processes like design, story, symphony, empathy, play, and meaning are needed 

in the economy to meet the creative and innovative demands required in 21st century 

work (Pink, 2005). Wagner (2008) argues, “the future of our economy, the strength of our 

democracy, and perhaps even the health of the planet’s ecosystems depend on educating 

future generations in ways very different from how many of us were schooled” (p. xxvii). 

These are challenges that cannot be legislated top-down; they require the creative 

commitment and awareness of stakeholders as fundamentally new ways of teaching high 

level skills to all students are developed. 

 Despite these challenges education remains remarkably stagnant in the face of 

both the external challenges confronting it and the dire implications for students who are 

not served by the current system. It has been argued that if Rip Van Winkle were to 

wake-up today, the one place he would feel comfortable is the public school (Wallis & 

Steptoe, 2006). Yuchtman and Seashore (1967) asserted that despite new approaches and 

new methodologies, the academic growth within the classroom is relatively constant. 

This is tied closely to Weick’s (1976) reference to schools as loosely coupled 

organizations and the idea that “people in organizations, including educational 

organizations, find themselves hard pressed… to find rationalized practices whose 

outcomes have been as beneficent as predicted, or to feel that those rational occasions 

explain much of what goes on within the organization” (p. 1).  

Given the profound disconnect between the knowledge and skills students will 

need in the world of the future and the current political climate, educational leaders are 

faced with profoundly difficult ethical dilemmas as they balance the current demands of 

27 
 



   

school accountability with the moral imperative to prepare students effectively for life in 

the 21st century. Additionally, the economic downturn has created a greater demand on 

all employees in education, and developing individual capacity in spite of reduced 

staffing, slashed budgets, and intense political turmoil is a challenge that must be 

confronted head on if our children are to be successful in the 21st century. The economic 

downturn has added another layer to the challenges educators have been facing in our 

changing world with our political educational climate. Navigating this treacherous divide 

between a fundamentalist perspective regarding a back to basics approach with the 

realities of a changing world, will require leaders who embody hope, optimism, 

resilience, confidence, and are willing to act in ways that are consistent with the future 

needs of students despite political mandates. Individuals and organizations must dedicate 

themselves to new beliefs and corresponding actions if we hope to bring about the 

discontinuous change that must occur if education is to fulfill its purpose to the next 

generation.  

Positive Psychology 

A very promising re-conceptualization of organizations and leadership is 

emerging within the area of positive psychology. Positive psychology researchers are 

providing an abundant source of research, application, and scholarship focused on 

strengths, excellence, flourishing, and optimal functioning (Donaldson & Ko, 2010). 

Positive psychology is generating information that has the potential to be applied in 

education to create the types of schools necessary to meet the demands of the 21st 

century, as well as information regarding the requisite leadership skills to create the 

change necessary for children to thrive and realize their unique potential in school.  
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The positive psychology movement was formally introduced at the American 

Psychological Association convention in 1998. Positive psychology is the scientific study 

of the strengths and virtues that enable individuals and communities to thrive. This field 

is founded on the belief that people want to lead meaningful and fulfilling lives, to 

cultivate what is best within themselves, and to enhance their experiences of love, work, 

and play (University of Pennsylvania, 2014). Positive psychology has also become an 

overarching term that refers to any positive orientation to research, application, and 

scholarship. The positive psychology movement has inspired scholarship and research 

across disciplines within the social sciences.  

Positive organizational psychology. The area of particular interest to this study 

is positive organizational psychology (POP) defined as “the scientific study of positive 

subjective experiences and traits in the workplace and positive organizations, and its 

application to improve the effectiveness and quality of life in organizations” (Donaldson 

& Ko, 2010, p. 178). Within positive organizational psychology are two broad areas of 

research and scholarship: (a) positive organizational scholarship (POS) defined as “the 

study of especially positive outcomes, processes, and attributes of organizations and their 

members” (Kim S. Cameron, Jane E. Dutton, & Robert E. Quinn, 2003b, p. 4); (b) 

positive organizational behavior (POB) defined as “the study and application of 

positively-oriented human resource strengths and psychological capacities that can be 

measured, developed and effectively managed for performance improvement in today’s 

workplace” (F. Luthans, 2002b, p.59). 

Both POB and POS have roots in positive psychology and study organizations 

through a positive lens; however, there are several key differences in these two broad 
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areas. POB is focused on individual psychological qualities, and performance 

improvement is central in research. POS is concerned with organizational context and 

focuses on the organizational level of analysis as opposed to the individual level; also 

performance improvement is not a required outcome (Donaldson & Ko, 2010). Positive 

constructs emerging from the positive organizational psychology research base may 

provide new approaches and measurable indicators that have a distinct performance 

impact on schools and lead to organizational contexts that maximize student learning and 

success.  

Psychological capital. Given the need in education for positive deviance, 

innovative leadership, and exceptional results, it is an ideal time to search for human 

factors in educational leadership that are open to development with the potential to have a 

profound impact on school performance. Within the positive organizational behavior 

frame, four such factors with a rich literature base were identified by Luthans, Youssef, 

& Avolio in their seminal work Psychological Capital (2007). The four factors identified 

were self-efficacy, hope, resilience, and optimism. They are collectively referred to as 

psychological capital (PsyCap) and have shown rich promise for performance impact in 

multiple settings such as Chinese laborers, high tech workers, engineers, entrepreneurs, 

nurses, and management students (Avey, Wernsing, & Luthans, 2008; Jensen & Luthans, 

2006; Larson & Luthans, 2006; F. Luthans, Avey, Avolio, & Peterson, 2010; F. Luthans, 

Avey, Clapp-Smith, & Li, 2008; F. Luthans, Avolio, Avey, & Norman, 2007; F. Luthans, 

Avolio, Walumbwa, & Li, 2005). Psychological capital is an individual’s positive 

psychological state of development and is characterized by (a) having confidence (self-

efficacy) to take on and put in the necessary effort to succeed at challenging tasks; (b) 
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making a positive attribution (optimism) about succeeding now and in the future; (c) 

persevering toward goals and, when necessary, redirecting paths to goals (hope) in order 

to succeed; and (d) when beset by problems and adversity, sustaining and bouncing back 

and even beyond (resiliency) to attain success (F. Luthans, Avolio, & Youssef, 2007, p. 

3). 

Authentic leadership. Another major area of research to emerge from positive 

organizational psychology is positive leadership. Most studies involving positive 

leadership examine transformational, authentic, charismatic, and altruistic leadership. A 

particularly appealing form of positive leadership with a documented performance 

impact, and as yet unexplored potential in education is authentic leadership. Authentic 

leadership refers to a pattern of leader behavior that draws upon and promotes both 

positive psychological capacities and a positive ethical climate to foster greater self-

awareness, an internalized moral perspective, balanced processing of information, and 

relational transparency on the part of leaders working with followers, fostering positive 

self-development (Clapp-Smith, Vogelgesang, & Avey, 2009; Walumbwa, Avolio, 

Gardner, Wernsing, & Peterson, 2008, p. 94). 

Authentic leadership is described as a “root construct,” which forms the basis for 

other positive forms of leadership such as transformational, ethical, and resonant 

leadership (Avolio & Gardner, 2005; Avolio, Gardner, Walumbwa, Luthans, & May, 

2004). Authentic leadership is particularly concerned with the development of leaders 

and followers and contends that life is the ultimate leadership development course, and 

the role of leadership theory should be to accelerate and enhance the life leadership 

process (Avolio & Gardner, 2005; Avolio & Luthans, 2006).  
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While both psychological capital and authentic leadership are actively being 

tested in the business setting with promising results, recent studies indicate authentic 

leadership is also being examined in education research. The combination of positive 

organizational behavior and positive leadership would seem to be a potential source to 

increase the capacity for positive change in schools.  

If the American school system intends to meet the challenges that lay before it, 

remarkable school leadership and a powerful model of adaptive organizational change 

that can impact the very core of our educational system while remaining true to 

educational values and moral principles that lead to the maximization of potential for all 

children will be required. The scholarship and research developed under the label of 

positive organizational psychology and its derivatives is a promising line to explore for 

creating the positive impact required for students to meet the future demands of our 

society. 

Statement of the Problem 

The challenges faced by educators to prepare our students for prosperous living, 

leading, and learning in the future, given rapid changes socially, economically, 

environmentally, and politically require principal leadership capable of handling intense 

uncertainty, innovation in the face of reduced resources, and answers to questions that 

have yet to be asked. A pre-requisite for this type of principal leadership seems to be the 

optimism, hope, resilience, and self-efficacy of the leader to manage these challenges 

personally and then to empower others to overcome them collectively. Additionally the 

ability to navigate the uncertainty inherent in education currently would seem to be 

greatly enhanced by leaders who are self-aware, transparent in relationships, able to 
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engage in balanced processing from multiple perspectives, and able to maintain an 

internalized sense of moral purpose. Extremely promising lines of research have emerged 

in positive organizational psychology connecting psychological capital and authentic 

leadership with a host of organizational performance indicators (Clapp-Smith et al., 2009; 

Gooty, Gavin, Johnson, Frazier, & Snow, 2009; Jensen & Luthans, 2006; Norman, 2006; 

Suzanne J. Peterson, Pierre A. Balthazard, David A. Waldman, & Robert W. Thatcher, 

2008; S. J. Peterson, Walumbwa, Byron, & Myrowitz, 2009; Toor & Ofori, 2010). This 

research has recently permeated public education showing positive organizational 

outcomes in schools relating to teacher perceptions of their principal’s authentic 

leadership (Shapira-Lishchinsky & Tsemach, 2014; Wang & Bird, 2011). Additionally, 

educational research is showing student performance improvements as a result of teacher 

and principal efficacy, trust, hope, and academic optimism (Curry, Snyder, Cook, Ruby, 

& Rehm, 1997; El-Anzi, 2005; M. M. Harris & Willower, 1998; Hipp, 1997; Kurz & 

Knight, 2004; Christopher Peterson & Barrett, 1987; Snyder, Lopez, Shorey, Rand, & 

Feldman, 2003; Tschannen-Moran, 2004; Tschannen-Moran & Gareis, 2004; Tschannen-

Moran & Hoy, 2001). These components are specifically identified in the positive 

organizational behavior research literature as comprising the underlying latent construct 

termed psychological capital.  

Examining principal leadership through the lens of positive psychology and 

specifically examining psychological capital and authentic leadership behavior as it 

relates to principals has tremendous potential for leadership development and improved 

outcomes in schools. Two relatively new measurement tools have been developed, 

utilized, and validated in various business settings as well as in educational settings. The 
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tools measure psychological capital and authentic leadership. The PCQ-24 is the only 

instrument that measures all four components of hope, optimism, self-efficacy, and 

resilience in individuals (F. Luthans, Avolio, & Youssef, 2007). The Authentic 

Leadership Questionnaire composed of self-awareness, transparency, internalized moral 

perspective, and balanced processing was validated and found to have significant effects 

on positive organizational outcomes both separately and in addition to ethical and 

transformational leadership (Walumbwa et al., 2008). These research tools have for the 

most part been utilized in business settings although the ALQ has recently been used in 

educational settings with Israeli teachers and in another study using Maryland teachers 

(Shapira-Lishchinsky & Tsemach, 2014; Wang & Bird, 2011). This study continues these 

promising lines of research into K-12 education by establishing whether or not the 

Psychological Capital Questionnaire and the Authentic Leadership Questionnaire are 

reliable and valid measures within a population of Arizona secondary school principals. 

Exploring the reliability and validity of these measures adds greater confidence in 

moving these instruments into educational research and offers recommendations to use 

these measures as they relate to principal leadership and positive outcomes in public 

schools.  

Purpose of the Study 

The goal of the study was to empirically test the reliability and validity of 

measures of psychological capital and authentic leadership behavior in a population of 

secondary school principals. This research was framed by the expanding research 

literature in the field of positive organizational psychology. The study is also framed by a 

synthesis of theory and research that informs the effective practice of school principals. 
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Specifically this study emphasizes theory, research, measurement and practice for the 

purpose of enacting effective organizational change to meet the demands of learning in 

the 21st century. The study makes a case that authentic leadership and psychological 

capital are essential aspects of the change leadership required for learning in the 21st 

century, and a conceptual framework of positive leadership for organizational change is 

presented. The conceptual framework is driven by psychological capital and authentic 

leadership which provide critical entry points into the change process.  

As a school leader and parent of school age child, I am personally vested in using 

theory and research that will lead to informed practice, consistent with the creation and 

continuous improvement of excellent schools. Multiple published studies have shown 

that psychological capital and authentic leadership correlate positively with multiple 

positive organizational outcomes (Avolio & Gardner, 2005; Avolio & Luthans, 2006; 

Larson & Luthans, 2006; F. Luthans et al., 2005; F. Luthans, Avolio, & Youssef, 2007; 

Shapira-Lishchinsky & Tsemach, 2014; Walumbwa et al., 2008; Wang & Bird, 2011). 

Psychological capital and authentic leadership are emerging constructs leading to 

performance beyond expectations from the positive psychology perspective which seeks 

to find what is right with organizations.  

Research Questions 

The proposed study empirically tests the factor structure of the Psychological 

Capital Questionnaire and the Authentic Leadership Questionnaire within a population of 

Arizona public secondary school principals. This research also examines the reliability 

and validity of these instruments within this population. The following questions guide 

this study:  
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1. Is the factor structure of the PsyCap Questionnaire consistent with the theoretical 

model?  

2. Is the factor structure of the Authentic Leadership Questionnaire consistent with 

the theoretical model? 

3. What are the internal consistencies (reliabilities) of the four purported scales and 

the overall reliability for each questionnaire? 

4. Are there any significant mean differences in PsyCap or authentic leadership 

behavior given any of the principal characteristics or school demographics?  

5. What is the relationship between psychological capital and authentic leadership? 

Research Hypotheses 

Hypothesis 1: The theoretical factor structure will be a significantly better fit than 

either the one factor model or the four factor correlated model for the PCQ-24.  

Null Hypothesis: There will not be a significant difference between the three 

factor models. 

Hypothesis 2: The theoretical factor structure will be a significantly better fit than 

either the one factor model or the four factor correlated model for the ALQ.  

Null Hypothesis: There will not be a significant difference between the three 

factor models. 

Hypothesis 3: There will be a significant difference in psychological capital or 

authentic leadership based on principal characteristics or school demographics.  

Null hypothesis: There will not be a significant difference in psychological capital 

or authentic leadership based on principal characteristics or school demographics. 
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Hypothesis 4: There will be a significant positive correlation between the PCQ-24 

and ALQ.  

Null Hypothesis: There will not be a positive correlation between PCQ-24 and 

ALQ.  

Significance of the Study 

 This study has the potential to be significant in multiple ways. First, this is one of 

the first tests of the PCQ-24 and ALQ instruments in a K-12 educational setting in the 

United States, and the implications of these constructs could have tremendous potential to 

both inform a leadership development program, as well as predict behaviors and 

capacities that could lead to substantive results in schools. Second, this study extends the 

emerging literature in authentic leadership and psychological capital into the field of 

education. Third, explicitly connecting positive psychology and education research 

exposes educators to constructs that could have a profound impact on future performance. 

This study takes a meaningful step to connect positive psychological constructs to 

positive leadership at the principal level.  

Definition of Terms 

This section of the paper lists terms and definitions that are addressed throughout 

the dissertation proposal and are relevant to understanding the literature as well as 

enacting the proposed study.  

Appreciative inquiry. A composite of change practices based on the assumption 

that organizations have a positive core that, if revealed and tapped, unleashes positive 

energy and positive improvement (Cameron et al., 2003b, p.8). 
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Authentic leaders. Confident, hopeful, optimistic, resilient, transparent, 

moral/ethical, future-oriented, and give priority to developing associates to be leaders. 

The authentic leader is true to himself/herself, and the exhibited behavior positively 

transforms or develops associates into leaders themselves. The authentic leader does not 

try to coerce or even rationally persuade associates but rather, the leader’s authentic 

values, beliefs, and behaviors serve to model the development of associates (F. Luthans 

& Avolio, 2003, p.243). 

Authentic leadership. A pattern of leader behavior that draws upon and promotes 

both positive psychological capacities and a positive ethical climate, to foster greater self-

awareness, an internalized moral perspective, balanced processing of information, and 

relational transparency on the part of leaders working with followers, fostering positive 

self-development (Clapp-Smith et al., 2009; Walumbwa et al., 2008, p. 94). 

Authentic leadership development. A process that draws upon a leader’s life 

course, psychological capital, moral perspective, and a “highly developed” supporting 

organizational climate to produce greater self-awareness and self-regulated positive 

behaviors which in turn foster continuous, positive self-development resulting in 

veritable, sustained performance (Avolio & Luthans, 2006, p. 2). 

Authentic Leadership Questionnaire (ALQ). This sixteen item survey was 

developed, validated and empirically tested to measure the four components of authentic 

leadership: self-awareness, relational transparency, internalized moral perspective, and 

balanced processing (Walumbwa et al., 2008). 

Positive organizational behavior (POB). The study and application of 

positively-oriented human resource strengths and psychological capacities that can be 
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measured, developed and effectively managed for performance improvement in today’s 

workplace (F. Luthans, 2002b, p.59). 

Positive organizational psychology (POP). The scientific study of positive 

subjective experiences and traits in the workplace and positive organizations, and its 

application to improve the effectiveness and quality of life in organizations (Donaldson & 

Ko, 2010, p. 178). 

Positive organizational scholarship (POS). The study of especially positive 

outcomes, processes, and attributes of organizations and their members. It does not 

represent a single theory, but it focuses on dynamics that are typically described by words 

such as excellence, thriving, flourishing, abundance, resilience or virtuousness. POS is 

distinguished from traditional organizational studies in that it seeks to understand what 

represents and approaches the best of the human condition (Cameron et al., 2003b, p.4).  

Positive psychology. The scientific study of the strengths and virtues that enable 

individuals and communities to thrive. This field is founded on the belief that people 

want to lead meaningful and fulfilling lives, to cultivate what is best within themselves, 

and to enhance their experiences of love, work, and play (University of Pennsylvania 

Positive Psychology Center, 2007). 

Principal. The identified formal leader of the school. 

Psychological capital (PsyCap). Psychological capital is an individual’s positive 

psychological state of development and is characterized by (a) having confidence (self-

efficacy) to take on and put in the necessary effort to succeed at challenging tasks; (b) 

making a positive attribution (optimism) about succeeding now and in the future; (c) 

persevering toward goals and, when necessary, redirecting paths to goals (hope) in order 
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to succeed; and (d) when beset by problems and adversity, sustaining and bouncing back 

and even beyond (resiliency) to attain success (F. Luthans, Avolio, & Youssef, 2007, p. 

3). 

Psychological Capital Questionnaire (PCQ-24).  This 24 item survey was 

developed to measure state-like optimism, resilience, hope, and self-efficacy in the work 

place based on a 6 point Likert scale (F. Luthans, Avolio, & Youssef, 2007). 

Assumptions and Delimitations 

 This study examines the relationship between psychological capital and authentic 

leadership. Both psychological capital and authentic leadership behavior has been shown 

to positively impact multiple positive organizational outcomes in the business sector 

(Avolio & Luthans, 2006; F. Luthans, Avolio, & Youssef, 2007; Walumbwa et al., 2008). 

Additionally, emerging literature in education has shown the positive impact of principal 

authentic leadership behavior (Bird & Wang, 2011; Shapira-Lishchinsky & Tsemach, 

2014; Sinclair, 2010). This raises the likely possibility that this is an area of untapped 

potential in education. The assumptions and limitations to this study include the 

following assumptions and limitations. 

Assumptions 

1. The statistical procedures used in the research were appropriate for analyzing the 

data. 

2. The questionnaires were appropriate for the purpose of this study. 

3. The school leaders understood all questions and answered them honestly. 

4. Principals who have higher levels of psychological capital are more likely to 

exhibit authentic leadership behaviors.  
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5. The different paradigms represented by positive psychology, positive leadership, 

organizational change, authentic leadership, and psychological capital have 

concepts, constructs, and propositions in common that do not cause a conflict or 

dilemma in the methodology or findings.  

Delimitations 

1. The findings may not be generalized to other school levels or states. 

2. Non-return rates could prevent survey results from generalizing beyond the 

study participants. 

3. The lack of control over the environment in which the participants completed 

the survey may have affected the findings of the study. 

4. Principals’ efficacious behavior of returning the survey may result in a direct 

sample bias and mean differences between principals who choose to 

participate in the study and those who do not.  

Organization of the Remainder of the Dissertation 

The dissertation is divided into five chapters. Chapter 1 covers the introduction, 

background of the study, statement of the problem, purpose of the study, research 

questions and hypotheses, significance of the study, definition of terms, and assumptions 

and limitations of the study. Chapter 2 is the literature review; this section of the paper 

broadly reviews a theoretical framework that includes relevant leadership theories, 

adaptive change and systems thinking, and a positive psychology lens focused on positive 

organizational psychology. The second part of Chapter 2 presents a conceptual 

framework integrating leadership, change, and positive psychology. The third part of 

Chapter 2 provides empirical support for the conceptual framework by reviewing relevant 
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research on effective school leadership practices at the principal level and examining the 

performance impact of psychological capital. Chapter 3 outlines the chosen research 

methodology and includes research design, procedures, population, sampling, 

instrumentation, and proposed data analysis sections. Chapter 4 provides the data and 

findings of the study and includes a review of the purpose of the study, research 

questions, and hypotheses, a sample description, and findings for each research question. 

Chapter 5 is a discussion of the data and implications for future research and concludes 

the dissertation.  
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CHAPTER 2A. LITERATURE REVIEW – THEORETICAL FRAMEWORK 

 This chapter develops a theoretical framework incorporating selected positive 

leadership theories including transformational, ethical, and authentic leadership. 

Authentic leadership is identified as a root construct underlying other forms of positive 

leadership. This is followed by a review of positive organizational change theory 

reviewing living systems, systems thinking, and organizational learning. A review of 

positive psychology specifically focused on positive organizational psychology follows.  

 There are converging forces in educational leadership theory, psychology, and 

organizational theory that provide a theoretical and practical basis for excellence in our 

schools and an authentic model of leadership development that may provide a framework 

for developing leadership capacity and changing schools in profoundly positive ways. 

These positive, high leverage change systems give us insight into leadership practices 

that can uplift students to the level necessary to overcome the deep challenges that lay 

before them as we face the demands of the 21st century in education where high levels of 

core content knowledge are essential but more importantly where abstract thought, 

mathematical reasoning, high levels of literacy, and creativity and innovation are no 

longer the luxuries of elite educated class, but required of nearly all members in the new 

economy (National Center on Education and the Economy, 2007, p. 530). Without 

guiding principles of effective leadership and an understanding of their inter-

relationships, a school leader cannot develop and enhance the strengths of staff members, 

discern a coherent reality, and create a shared purpose from which excellence can flourish 

and students can receive the education they need to thrive in the 21st century.  
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 The purpose of this section of the paper is to provide a rich, theoretical 

framework that incorporates selected positive leadership theories (including 

transformational, ethical, resonant, and authentic), models of adaptive change (including 

living systems, systems thinking, and organization learning), and a positive psychology 

framework (including positive organizational scholarship, positive organizational 

behavior, and appreciative inquiry). These key theoretical underpinnings in leadership, 

systems thinking, and positive psychology will provide the backbone of a conceptual 

framework for a leader’s role in effective school change and lay the foundation for future 

empirical research.   

Positive Leadership Theories 

This section of the paper explores several positive leadership theories that are 

intimately interconnected in developing a conception of leadership that promotes positive 

organizational change. The underlying constructs of these theories form the backbone of 

the leadership practices required to meet the demands of educational context in the 21st 

century and move organizations forward in positive ways, while extracting the best of 

what followers have to offer. This section will explore transformational leadership, 

ethical leadership, resonant leadership, and authentic leadership.  

Transformational Leadership 

 Transformational leadership is the starting point of this literature review because 

it involves performance beyond expectations as a result of intrinsic motivation and 

follower development (Northouse, 2007). This is the foundation of the leadership 

necessary to propel school systems into making the changes necessary to prepare our 

young people for the challenges ahead. James Burns, who is considered to be the father 
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of modern leadership theory, postulated the distinction between transformational and 

transactional leadership. Transactional leadership involves the exchanges that occur 

between leaders and followers in a quid pro quo type arrangement. A great deal of 

leadership theory focuses on these exchanges. Transformational leadership on the other 

hand occurs in the engagement and connection to others whereby motivation and 

morality in both the leader and followers is raised as a result. Burns argued, “The 

ultimate test of practical leadership is the realization of intended, real change that meets 

people’s enduring needs” (1978, p. 461). Realizing intended real change in schools to 

meet the challenges in the 21st century for all students is the primary purpose of this 

investigation.  

 Bernard Bass expanded the conception of transformational leadership and 

developed the idea that followers will realize greater than expected results and do more 

for the organization when leaders are focused on maximizing the potential of followers 

through idealized influence, inspirational motivation, intellectual stimulation, and 

individualized consideration (Bass, 1985). These four leadership factors focus on the 

followers’ needs and motivate them to act in ways that support the greater good of the 

organization versus their own self-interest.  

 An exploration of these four leadership factors is necessary because they are 

foundational pieces when combined with organizational change theories later in the 

paper. Bass (1998, pp. 5-6) provides a synopsis of each of the four factors of 

transformational leadership:  

1. Idealized influence. The leader is a role-model. Followers identify with the leader 

because he/she is trusted, admired, and respected. The leader demonstrates 
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consistency, integrity, and a willingness to take risks to move the organization 

forward. 

2. Inspirational motivation. The leader is enthusiastic and optimistic which carries 

throughout the team. The leader inspires hope by communicating desirable future 

states and demonstrating commitment to organizational goals. 

3. Intellectual stimulation. The leader promotes creativity and innovation among 

followers. The leader challenges assumptions and helps reframe challenges so that 

followers can look at them in new ways.  

4. Individual consideration. The leader provides a supportive climate for the growth 

and learning of followers. The leader focuses on the individual needs of each 

follower in an effort to maximize his/her potential while accepting individual 

differences. There is clearly a personal component in the interactions between 

leaders and followers.  

 Taking Bass’s conception of transformational leadership as a whole, we can see 

that it involves a personal commitment from the leader to be a role-model for followers 

such that they identify and emulate the leader. In addition, the leader challenges world 

views and value systems while presenting a model of what is possible and supports 

followers to achieve this vision. This view has been supported and broadened by other 

theorists as well.  

 Bennis and Nanus (1985) conducted interviews with 90 leaders and from their 

answers identified four common strategies used by leaders to transform organizations. 

Kouzes and Posner (2002) developed a model involving more than 1300 managers in 

multiple organizational settings and found five fundamental practices that allow leaders 
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to accomplish extraordinary things. Bennis and Nanus found that leaders had a clear 

vision of their organizations’ future. This vision was realistic, attractive, and believable 

while being simple for people to understand. Kouzes and Posner identified a similar 

practice, “inspire a shared vision,” manifested by transcending the status quo and 

visualizing positive future outcomes. Bennis and Nanus identified leaders as social 

architects, individuals who help shape and create the social norms and culture of the 

organization. Kouzes and Posner looked at “challenging the process,” willingness on the 

leaders’ part to challenge the status quo, experiment, and try new things. Bennis and 

Nanus saw leaders focus on the creation of trust in their organizations through the 

leaders’ transparency and reliability even during uncertain situations. Kouzes and Posner 

talk about “modeling the way,” in which leaders are clear about their own values and set 

a personal example through their behavior, honor their commitments and promises, and 

find their own distinct leadership voice. Finally Bennis and Nanus saw transforming 

leaders using creative deployment of self through positive self-regard. By focusing on 

their strengths, leaders were able to increase their personal effectiveness while impacting 

followers in a positive way. Kouzes and Posner identified “enabling others to act,” which 

promotes a sense of teamwork and collaboration in working with groups of people as 

well as “encourage the heart,” in which the leader uses authentic celebrations and rituals 

to show appreciation in the creation of a positive collective identity and spirit.  

 The advantages and need for transformational leadership in schools is particularly 

acute. As Sergiovanni (2007) noted, “schools are culturally tight, but structurally loose” 

essentially arguing that due to the structural limitations in schools, the lack of legitimate 

control and regulation, and the fact that professionals are super ordinate to their work in 
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that they can select the processes, resources, and methods to achieve student learning, the 

hope that control and compliance can be maintained to achieve organizational success 

through transactional leadership alone is a farce. Specifically Sergiovanni says, “When 

schools are characterized by loose connections structurally and tight connections 

culturally, it is transformative leadership that is needed” (2007, p. 73). The argument is 

that alignment of culture and values is the high leverage work that results in the 

commitment and collective vision necessary for exceptional results in schools, and this 

can be achieved through the tenets of transformational leadership.  

 Sergiovanni (2007) argues that the role of transformational leadership includes 

promoting the following values.  

1. Purpose. This is a shared vision that reflects the hopes and dreams of the 

followers as well as the leader, is present. What the leader stands for is critically 

important as is the creation of shared meaning and significance.  

2. Empowerment. This investing in the power of others is a primary concern to the 

transformational leader. He/she is not concerned with power over people. Instead 

he/she focuses on delegation and surrendering control in an effort to achieve 

increased motivation and achievement aligned with organizational purposes.  

3. Quality control. This relies on the commitment to quality rather than bureaucratic 

controls for standardizing minimally acceptable work in organizations. Ownership 

of the work by the professionals is crucial as quality transcends self-interest and is 

maintained by the caring, meaning, significance, and inspiration in professional 

teaching practice. 
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4. Outrage. This refers to the emotional investment and fierce resolve of leaders to 

adhere to the core values of the organization. Leaders are tough in that they 

expect commitment and adherence to common values while allowing wide 

discretion in the implementation of those values. If the common values are 

violated, leaders are outraged and model a fierce commitment to the common core 

of the organization that forms the basis of the covenant that defines the way of life 

in the organization.  

5. Moral action. This is expressed in the engagement with others to move beyond 

basic need fulfillment to the creation of a more compassionate, loving, and 

productive organization that strives for greatness in a value-focused 

organizational context. It is not reflected in the moral relativism, objectivity, and 

rationality that are hallmarks of transactional leadership; transformational 

leadership is moral action.   

Transformational leadership provides a powerful starting point for positive school 

change and the attainment of results that exceed current minimal levels of student 

achievement and focus on student well-being beyond the narrowly defined curriculum. 

By focusing on what followers need and developing both the capacity of employees in 

the school as well as impacting the school culture in positive ways, transformational 

leadership provides a launch point for other leadership theories and organizational change 

theories that will lead to exceptional results and positive, sustainable change.  

Ethical Leadership 

Ethics are central to leadership because of the nature of leadership itself. Because 

leaders carry viewpoints, values, agendas, and work to impact and change the lives of 
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followers while working for the larger organizational values, it is essential that the moral 

and ethical dimensions of leadership be acknowledged and addressed. Northouse (2007, 

p. 350) provides a model of five principles of ethical leadership which includes  

1. Respects others. Leaders have an unconditional positive regard for others and 

value individual differences and goals. This concept holds that leaders listen, 

empathize, and demonstrate tolerance, treating others as worthy human beings. 

2. Serves others. The leader’s focus is on the follower’s welfare. The overall mindset 

of the leader is on altruism rather than egoism. At its heart, serving others is 

contributing to the greater good of others.  

3. Just. Leaders place fairness at the heart of their decision-making and treat people 

in an equitable manner. Special treatment is reserved for those times when the 

situation demands it and is based on clear moral values.  

4. Honest. Leaders say what they mean and do what they say. Leaders honor 

commitments such that followers view them as dependable and reliable.  

5. Build community. Leaders are focused on realizing common goals with followers. 

This common goal requires agreement as to where the group is going and the 

building of a community that serves the greater good.  

Burns (1978) tied transformational leadership’s roots to moral dimensions from 

the very beginning. He argued that part of the role of leadership is to raise the level of 

morality in both leaders and followers thus making a discussion of ethics and morality 

central to a discussion of leadership. Greenleaf (2002) is considered the father of servant-

leadership. Servant-leaders are focused on meeting the highest priority needs of 

followers. He argues that leaders should be servants first and proposes that there are two 
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extreme types: the leader as servant first and the leader as leader first. Greenleaf proposes 

that an effective test to tell the difference between the two types is a series of questions: 

“Do those served grow as persons? Do they, while being served become healthier, wiser, 

freer, more autonomous, more likely themselves to become servants? And, what is the 

effect on the least privileged in society? Will they benefit or at least not be further 

deprived?” (p. 27). It is imperative to consider these questions from the perspective of a 

school leader and ask if our current models are leading to desirable answers to these 

questions.  

Servant-leadership in practice has been further defined by Spears (2002), who 

identified ten characteristics of servant leadership based on Greenleaf’s work: 

1. Listening. Servant leaders make a commitment to listening intently to others and 

hear what is said as well as what is not said. This also involves listening to our 

own inner voice. 

2. Empathy. Servant leaders strive to understand and empathize with others. Leaders 

accept and recognize others for their special and unique contributions.  

3. Healing. Servant leaders recognize that learning to heal is a powerful force for 

transformation and integration. One of the great strengths of servant-leadership is 

the potential for healing one's self and others. 

4. Awareness. Servant leader possess general awareness, and in particular self-

awareness, which serves to strengthen the servant-leader. Through personal 

clarity the leader is able to model the values of the organization to followers. 
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5. Persuasion. Servant leaders focus on building consensus rather than using 

positional authority to force decisions. Followers are impacted through 

identification and belief in the organizational vision. 

6. Conceptualization. Servant leaders are willing to go beyond the current realities 

and be willing to conceptualize a powerful vision for others.  

7. Foresight. Servant leaders understand lessons from the past, the realities of the 

present, and the likely consequence of a decision in the future. It is deeply rooted 

in the intuitive mind. 

8. Stewardship. Servant leaders see their role as holding the institution they lead in 

trust for the greater good of society.  

9. Commitment to the growth of people. Servant leaders believe that people have an 

intrinsic value beyond their tangible contributions as workers. They are 

committed to the personal, professional, and spiritual growth of every individual 

within the organization. 

10. Building community. Servant leaders continuously seek to connect the 

institutional and work lives of individuals with the larger community to serve in a 

broader context. They are committed to the greater good.  

Moral Leadership: Getting to the Heart of School Improvement (Sergiovanni, 

1992) deals directly with the ethical dimensions of schools and challenges leaders to 

focus on doing the right things rather than being consumed with doing things right. 

Sergiovanni acknowledges several sources of authority (bureaucratic, psychological, 

technical-rational, professional, and moral) from which leaders act and challenges leaders 

to move away from bureaucratic and external control authority to moral and professional 
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authority rooted in the ability of individuals to respond to challenges from within. 

Sergiovanni argues that when bureaucratic authority rules in schools, 

 improvement plans become substitutes for improvement outcomes. 

Scores on teacher-appraisal systems become substitutes for good teaching.  

Accumulation of credits in courses and in-service workshops becomes a 

substitute for changes in practice. Discipline plans become substitutes for 

student control. Leadership styles become substitutes for purpose and 

substance. Congeniality becomes a substitute for collegiality. Cooperation 

becomes a substitute for commitment. Compliance becomes a substitute 

for results (p. 4).  

Given the current organizational context, when leadership practice is truly 

examined, the situation expressed above may be all too common in our schools. This 

creates a deep challenge for leadership to move from bureaucratic authority to moral 

authority despite the harsh realities of bureaucratic authority impinging on leadership 

from state and federal governments, in the form of mandates, prescriptions, and 

regulations that may or may not be tied to enhancing the learning of students.  

These sources of authority provide a powerful lens for leaders to recognize the 

level of commitment or compliance in which followers will engage depending on the 

level of authority with which the request is made. Bureaucratic authority involves 

compliance or face consequences from above as the source of authority. It requires direct 

supervision and external accountability that results in a narrowing of performance. This 

model also assumes expertise in the hierarchy and assumes that leaders are more 

knowledgeable than subordinates. Psychological authority is built from a positive school 
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climate and congenial atmosphere that provides rewards for good work. Supervisors 

barter for compliance by recognizing subordinates’ needs and providing meaningful 

rewards. Technical-rational authority is grounded in logic and scientific research. In this 

model teachers respond to predetermined steps prescribed by external models of best 

practice, and teachers become technicians. Leaders monitor compliance to the technical 

process. Professional authority continues to use research and scientific knowledge; 

however, in this context the information informs practice rather than prescribing it. There 

is a high level of discretion for teachers, and leadership is focused on creating space for 

dialogue and expanding knowledge and practice. Accountability is focused on adherence 

to professional standards and to fellow professionals. Moral authority is grounded in 

shared values, beliefs, and ideals. The school is a professional learning community where 

self-interest is tempered by the greater good and moral interdependence, creating a 

collective practice connected to the deeper values of the organization (Sergiovanni, 

1992).  

It is interesting to note that of all the sources of leadership authority identified 

above, only professional and moral authority allow for expansive performance according 

to Sergiovanni. When considering the challenges facing schools currently, it seems clear 

that the need for an expansive practice that can adapt to the intense demands facing 

students in the 21st century is needed. Leadership that mirrors the creativity and 

innovation that are central to our students’ success must be evident in our schools. This 

challenges leaders to align the head, the heart, and the hand of leadership such that our 

theories of action and mental models (head) are consistent with our values and vision 

(heart), which ultimately drive our leadership behaviors (hand) (Sergiovanni, 1992). This 
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is closely tied to Stephen Covey’s conception of leaders finding their own voice through 

vision, seeing desired results and unleashing creative potential; discipline, a willingness 

to commit to the actions necessary to bring the vision to bear; passion, the internal fire 

and commitment to see the vision through; and conscience, moral sense of right and 

wrong that compels the drive for meaning and significance. Conscience allows us to 

evaluate both means and ends as to whether or not our goals, results, actions, and 

accountability systems are aligned with meaning, value, and significance within the 

organization. Conscience is the driving force of an individual’s transformation from 

independence to interdependence. Individuals expand commitments and values to serving 

more than his/her personal needs and extend their concern to the larger community. 

Internal integrity is achieved as people align their personal thoughts and actions with 

their values, and experience peace of mind that comes from authentically living in such 

an aligned state (S. R. Covey, 2004).  

Sergiovanni (1992) defines four stages of leadership that provide a powerful 

framework for looking at various leadership styles and behaviors. These four stages are 

also closely connected to the four frames of major organizational thought outlined by 

Bolman and Deal (2003). The first of these stages, “bartering” refers to a reliance on 

bureaucratic regulations, structures, and mandates. The involvement of followers is 

calculated and based on serving one’s own needs. This stage is related to the political 

frame in which leaders must manage various interest groups and coalitions in order to 

further larger organizational needs through the use of bargaining and negotiation.  

Leadership as “building” involves arousing human potential through a focus on 

higher psychological needs. This results in higher levels of commitment and performance 
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than would be expected under external conditions. An intrinsic desire to be a part of what 

is happening draws followers. The human resource frame described by Bolman and Deal 

(2003) which focuses on relationships and developing people as the most important 

organizational asset is aligned with this stage of leadership. A leader who understands the 

human resource perspective is focused on developing the human capital that exists within 

an organization. The interpersonal relationships are critical to effective leadership at this 

stage and from the perspective of the human relations frame.  

Leadership as “bonding” is focused on organizational culture and a common set 

of obligations and duties to which members are morally bound. This can be thought of as 

a moral commitment. From the perspective of the symbolic frame, what is important is 

not so much what happens but what it means to the organization. Culture is the glue that 

holds an organization together, and through bonding and a strong vision, it can yield a 

moral commitment to effective practices. It is important to note that this bonding can also 

occur with ineffective practices as organizational culture can simply be defined as “how 

we do business around here” or more eloquently as Schein (1992, p. 12) put it, “culture is 

a pattern of shared basic assumptions that a group learned as it solved its problems of 

external adaptation and integration, that has worked well enough to be considered valid 

and therefore to be taught to new members as the correct way to perceive, think, and feel 

in relation to those problems.” Based on this definition, there is no requirement that this 

way of perceiving thinking or feeling need be effective or even moral. Therefore, 

sometimes reculturing is at the heart of the leadership process.  

Leadership as “binding” involves automatizing and institutionalizing the 

improvements in process and outcomes so that they become routines. This is the final 
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stage and is a result of the shared moral commitments that are embedded in the culture 

and now become part of the structure of the organization so that the improvements are 

sustained throughout the organization. This is related to the structural frame; however, it 

is interesting to note that in this case, the structural impact is occurring as a result of 

moral commitments as opposed to the case in which the organizational structure impedes 

movement towards more effective relationships and culture because the structure is 

considered a given at the start rather than a flexible end that can be recreated. As noted in 

the book Change Leadership: A Practical Guide to Transforming Our Schools (Wagner 

et al., 2006, p.9), “The system has not ‘failed.’ It was designed perfectly to produce the 

results it needed and attained.” The challenge for schools is the incredible pressure to 

produce dramatically different results while bound to a strict structure of what school is 

supposed to be rather than allowing the structure to be created as a result of shared 

commitments to effective practice.  

In Principle Centered Leadership, S. R. Covey (1991) argues that a focus on the 

effectiveness of people is what is needed to transform organizations in positive ways, and 

culture is a manifestation of how people see themselves and others. Trust is the 

foundation of effective relationships with others, and it is from this culture of trust that 

empowerment and ultimately the alignment of systems can occur. The base of all 

leadership begins with the self and the attainment of character and competence, which 

leads to trustworthiness. This personal trustworthiness is then manifested outward to 

others in the form of trust. In the context of trust, the work of a truly shared vision can 

occur which offers the opportunity to empower others to move toward the shared vision 

and align systems and structures to meet this commonly shared hope for the future.  
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The structure of the school should serve the underlying moral commitment or 

covenant of the stakeholders involved in the school, just as the leader should be in the 

role of servant to the core values of the organization. When looking at the core values of 

schools, the surface answer is usually a reference to teaching and learning; however, this 

is not sufficient to create the moral underpinnings to restructure, reculture, and build new 

capacity in our schools. Instead a deeper resonating goal is needs as Starrat (2007, p. 182) 

argues, “leading a community of learners engaged in an intellectual and moral 

understanding of who they are and what their relationships and responsibilities to the 

natural, social, and cultural worlds…” should become the moral foundation of what 

schools do. In this context we see the need for ethical leadership and community in every 

aspect of the school as learners pursue this noble end.  

Resonant Leadership  

Resonant leadership (Goleman, Boyatzis, & McKee, 2004) refers to the positive 

synchronous effect that occurs when two or more people are on the same emotional 

wavelength. “The fundamental task of leaders, we argue, is to prime good feeling in those 

they lead. That occurs when a leader creates resonance- a reservoir of positivity that frees 

the best in people” (p. ix). This is contrasted with discordant leadership, which occurs 

when groups feel emotionally disconnected to the leader. In discordant leadership apathy, 

distrust, fear, and other negative emotions dominate the relationship. The key to 

resonance is to have an emotionally intelligent leader who is able to form an emotional 

bond during times of change and uncertainty that allows for collaboration, connection, 

and meaning both in relationships and tasks. 
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Goleman et al. (2004) connect resonant leadership with the four domains of 

emotional intelligence:  

1. Self-awareness. This is considered the foundation for the rest of the domains. 

Self-awareness allows leaders to be aware of their internal signals which 

allow them to be aware of their emotions and internal states which is a 

prerequisite to the other domains.  

2. Self-management. This is achieved by selecting an appropriate response after 

awareness of internal states. Through self-awareness leaders can be aware of 

their anger and through self-management select an appropriate response and 

do something productive about it.  

3. Social awareness. This involves attention to the feelings of others. This is 

manifested through empathy, which allows the leader to become aware and 

focus on shared values and priorities within the group. 

4. Relationship-management. This serves as a catalyst for resonance so long as 

the leader is clear about his/her direction and priorities.  By focusing on their 

emotional intelligence, leaders are able to inspire passion, enthusiasm, 

motivation, and commitment where people flourish in working together.  

Additionally, Goleman et al. (2004) state that leaders can develop these capacities 

by engaging in five discoveries: (a) uncovering an ideal vision of yourself; (b) 

discovering who you really are; (c) developing an agenda for improving your abilities; 

(d) practicing new leadership skills; and (e) developing supportive and trusting 

relationship that make change possible. The interaction of the first and second discovery 

in which an individual constructs an ideal vision of who they hope to be coupled with an 
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awareness of who they are right now is exactly the tension described by Senge (1990) 

when he refers to personal mastery. It is the tension between who we are and who we 

hope to be that drives personal positive change. The third discovery is a tool that allows 

for movement between knowing and doing and focuses on strengths. This is tightly 

connected to the work of the Gallup Organization and their research involving strengths-

based work places (Buckingham & Clifton, 2001) and in particular, the action steps 

outlined in Go Put Your Strengths to Work (Buckingham, 2007), which allows for an 

unleashing of strengths in the workplace. Practice cannot be overlooked as any changes 

in thought or action require repetition to feel natural and reach the point of automaticity. 

Finally, the fifth discovery acknowledges the crucial and special role filled by mentors. 

These powerful relationships are critical to high-level effective change as these people 

provide the insight and reflection to uncover our personal blind spots and move us along 

the path of self-improvement. The mentor enjoys a special place across cultures and times 

as the wise teacher, helper, and knower and is crucial to reaching our full potential as we 

journey into the unknown (Campbell, 1949).  

In the foreword to Resonant Leadership (Boyatzis & McKee, 2005), Goleman 

reports that the first task of leaders is not the leadership of others but rather leadership of 

the self. He argues the alignment of our values, goals, and emotions is the primary 

leadership act, and then through compassion, we serve others and renew ourselves. 

Boyatzis and McKee (2005) make the case that it is the process of continuous renewal 

that allows leaders to resonate with followers; the keys to renewal are mindfulness, hope, 

and compassion.  
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Mindfulness is manifested in our conscious awareness of both the world around 

us and our own internal states. This awareness is present in the current moment and is a 

pre-cursor to both self-awareness and self-management. Hope involves both the ability to 

see a positive future as well as recognize realistic paths to achieving that future. The 

result is excitement and elation in what the future holds along with a realistic and feasible 

plan of action. Compassion begins with empathy- an understanding of others feelings and 

experiences. This empathy coupled with caring for others results in action. Compassion is 

seen as empathy in action. Compassion allows leaders to see the world with new eyes and 

give themselves selflessly to others (Boyatzis & McKee, 2005).   

Resonant leaders manage their own emotions as well as read the emotions of 

others and groups accurately. Resonant leaders are inspirational, create a positive 

emotional tone that is hopeful, know the hearts and minds of followers, and are mindful 

and authentic while being in tune with self and others. At their core resonant leaders  

turn situations around, finding opportunities in challenges and creative 

ways to overcome obstacles. They are able to motivate themselves and 

others by focusing on possibilities. They are optimistic, yet realistic. They 

are awake and aware, and they are passionate about their values and their 

goals. They create powerful, positive relationships that lead to an exciting 

organizational climate (Boyatzis & McKee, 2005, p. 8). 

Resonant leadership offers a powerful model for integrating emotional 

intelligence into leadership practice and focusing on the well-being of followers through 

the effective use of emotional intelligence. This work points to the primary need of 

leaders to work on themselves first and connects leadership to mindfulness, hope, 
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optimism, and compassion, soft skills that in the past may have been over looked in 

traditional models of leadership.  

Authentic Leadership 

Authentic leadership is described as a “root construct,” which forms the basis for 

other positive forms of leadership such as transformational, ethical, and resonant 

leadership (Avolio & Gardner, 2005; Avolio et al., 2004). Authentic leadership is 

particularly concerned with the development of leaders and followers and contends that 

life is the ultimate leadership development course, and the role of leadership theory 

should be to accelerate and enhance the life leadership process (Avolio & Gardner, 2005; 

Avolio & Luthans, 2006). The root nature of authentic leadership makes it particularly 

appealing as part of a theoretical foundation in effective school leadership. Also the fact 

that its pragmatic aspect focuses on veritable and sustainable performance (Chan, 2005), 

which is crucial in today’s educational context, gives this conception of leadership great 

appeal empirically. 

Authentic Leadership Development is the process that draws upon a 

leader’s life course, psychological capital, moral perspective, and a ‘highly 

developed’ supporting organizational climate to produce greater self-

awareness and self-regulated positive behaviors which in turn foster 

continuous, positive self-development resulting in veritable, sustained 

performance (Avolio & Luthans, 2006, p. 2).  

This section of the paper will examine each component of the authentic leadership 

development process by first examining authentic behavior, self-awareness and self-

regulation. The second section will discuss the role of the leader’s life course, 
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psychological capital, and moral perspective. The third section will examine the 

mechanisms through which authentic leadership development results in authentic 

follower development and positive self-development for leaders. The fourth section will 

consider organizational climate, gender and culture, and veritable, sustained performance.  

Authenticity. Harter (2002) links the origins of authenticity to ancient Greek 

philosophy and statements such as “know thyself” and “to thine own self be true.” He 

describes modern authenticity as “owning one’s personal experiences, be they thoughts, 

emotions, needs, wants, preferences, or beliefs” (p. 382). Additionally authenticity 

implies that behavior will accord to these internal states. Kernis (2003) says, 

“Authenticity can be characterized as reflecting the unobstructed operation of one’s true, 

or core, self in one’s daily enterprise” (p. 13). Starrat (2004) asserts, “First, authenticity is 

the vocation of every human being, the call to bring one’s unique possibilities into 

realization… Second, authenticity is always relational, in dialogue with another…” (p. 

80). Starrat recognizes that being authentic is based on self-awareness; however, the 

content of who we really are is always realized in relationships. Authentic leadership 

builds on the idea of authenticity. F. Luthans and Avolio (2003) “define authentic 

leadership in organizations as a process that draws from both positive psychological 

capacities and a highly developed organizational context, which results in both greater 

self-awareness and self-regulated positive behaviors on the part of leaders and associates, 

fostering positive self-development” (p. 243).  

Kernis (2003) identifies four components of authenticity: awareness, unbiased 

processing, action, and relational orientation. These four components are incorporated 

into an authentic leadership model proposed by W. L. Gardner, Avolio, Luthans, May, 
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and Walumbwa (2005) who argue, “First and foremost, an authentic leader must achieve 

authenticity… through self-awareness, self-acceptance and authentic actions and 

relationships” (p. 345). These four aspects of authenticity are a crucial starting point in 

the exploration of authentic leadership. 

Self-awareness is linked to personal insight; trust in one’s motives, feelings and 

desires, as well as an awareness of strengths and weaknesses (Avolio & Gardner, 2005; 

W. L. Gardner et al., 2005; Kernis, 2003). Additionally self-awareness includes 

acknowledgement of contradictory and multi-faceted aspects of the self, such as, being 

both extroverted and introverted (Ilies, Morgeson, & Nahrgang, 2005; Kernis, 2003). 

Self-awareness incorporates both recognition of our current selves as well as the capacity 

to project future selves or who we hope to be. The gap that exists between our actual and 

possible selves provides a powerful source of motivation and moves people toward action 

on their authentic leadership journey (Avolio & Luthans, 2006). Self-awareness is also a 

critical component of emotional intelligence (Goleman et al., 2004; Ilies et al., 2005). 

Furthermore, self-awareness is not considered to be an end-point but rather it can be 

continuously developed and refined in a spiraling process that allows a deeper and fuller 

understanding of a leader’s unique strengths, talents, values and beliefs (Avolio & 

Gardner, 2005). A key component of self-awareness is self-reflection which allows 

leaders to clarify who they actually are and prepare to become who they hope to be (W. 

L. Gardner et al., 2005).  

Self-regulation goes hand in hand with self-awareness. It is not sufficient just to 

be aware of our authentic selves; leaders must act consistently with that self. This 

requires the setting of internal standards, evaluating discrepancies between standards and 
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results, and taking targeted action to resolve the difference (W. L. Gardner et al., 2005). 

As Avolio and Gardner (2005, p. 325) state, “Self-regulation is the process through which 

authentic leaders align their values with their intentions and actions.” The authentic 

leader is engaged in a continual process of identifying and acknowledging his/her actual 

self in relation to his/her possible selves and taking appropriate action to move in the 

desired direction.  

The second aspect of authenticity is unbiased processing as discussed by Kernis 

(2003) or balanced processing as described by (W. L. Gardner et al., 2005). In unbiased 

or balanced processing, leaders are able to take in both positive and negative self-relevant 

information objectively without denying, distorting, or rationalizing the information 

away. This can be extended to leaders selecting information situations and circumstances 

that will serve to give them more unbiased information and make them more aware of 

current realities (Ilies et al., 2005). This balanced processing allows leaders to pursue 

their beliefs and core values without deluding themselves with inaccurate or ego-based 

assessments that will not lead to effectiveness (W. L. Gardner et al., 2005).  

Authentic behavior is defined by Kernis (2003) as “acting in accord with one’s 

values, preferences, and needs as opposed to acting merely to please others or to attain 

rewards or avoid punishments through acting ‘falsely’” (p. 14). Leaders must take into 

account the relationship between their true selves and their organizational environment so 

as to be aware of the implication of their behavior in the given context (Ilies et al., 2005). 

Authentic behavior is crucial in developing followers as well because the concordance 

between the leader’s internal values, espoused values, and behavior should coincide. This 
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provides the foundation for trust and identification with the leader (W. L. Gardner et al., 

2005).  

The fourth and final component of authenticity is relational transparency, which is 

achieved in relationships characterized by genuine interactions, openness, and 

truthfulness. This creates bonds of mutual trust and intimacy and encourages 

reciprocation from others (W. L. Gardner et al., 2005; Ilies et al., 2005; Kernis, 2003). 

The combination of transparency in relationships and valid information (i.e. balanced 

processing) are crucial components of continuous learning in organizations (Popper & 

Lipshitz, 2000). Relational transparency serves a critical role in identification of 

followers with the leader and the establishment of a trusting relationship. Transparency 

and openly sharing information is a critical component of authentic leadership 

development (W. L. Gardner et al., 2005).  

Recent work in authentic leadership has focused on the measurement of the 

construct and differentiating authentic leadership from transformational leadership and 

ethical leadership (Walumbwa et al., 2008). Using both inductive and deductive 

procedures, Walumba et al identified items that measured self-awareness, relational 

transparency, balanced information processing, internalized regulation, and positive 

moral perspective. Ultimately the dimensions of internalized regulation and positive 

moral perspective were reduced to one factor “internalized moral perspective” because 

both the quantitative factor structure and the qualitative differences could not be 

differentiated into distinct categories. The Authentic Leadership Questionnaire was 

developed using 16 questions incorporating each factor (self-awareness, relational 

transparency, balanced information processing, and internalized moral perspective). 
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Initial results using confirmatory factor analysis showed that a second-order factor model 

where each indicator loads onto its respective factor and the four factors (self-awareness, 

relational transparency, balanced information processing, and internalized moral 

perspective) load onto a second order latent factor (authentic leadership) was most 

consistent with the data. This provides strong empirical support for this theoretically 

derived model. Additionally, authentic leadership accounted for unique variance in 

positive organizational outcomes beyond transformational and ethical leadership alone. 

Authentic leadership was also shown to be significantly positively correlated to both 

transformational and ethical leadership. The authentic leader construct was show to have 

predictive validity with regard to positive organizational outcomes as well discriminant 

validity with transformational and ethical leadership.  

Life stories. Authentic leadership development is rooted in the life stories of the 

leader. The argument by Avolio et al. (2004) is that “life is the most authentic leadership 

development process… the challenge for the field of leadership is to improve on life’s 

program of leadership development, making it more efficient, cost effective and perhaps 

less risky” (p. 816). Avolio and Luthans (2006) argue that moments matter in our 

leadership development, and both positive and negative events shape our personal theory 

of leadership and play a crucial role in our authenticity. “Trigger events constitute 

dramatic and sometimes subtle changes in the individual’s circumstances that facilitate 

personal growth and development” (W. L. Gardner et al., 2005, p. 347). The trigger 

events alter our self-awareness, which centers our focus and leads to new action. Mindful 

leaders can also create trigger moments for themselves accelerating the authentic 

leadership process rather than waiting for just those presented by life. This allows leaders 
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to continuously examine new possible selves resulting in personal development through 

enhanced self-awareness and self-regulation (Avolio & Luthans, 2006).  

Bennis (2004) refers to these defining experiences as the crucibles of authentic 

leadership. Bennis says,  

we found that something magical happens in the crucible- an alchemy 

whereby fear and suffering are transformed into something glorious and 

redemptive. This process reveals, if it does not create, leadership, the 

ability to inspire and move others to action (p. 333).  

The concept of “defining experience” is taken further by Shamir and Eilam (2005) 

who argue the experiences that authentic leaders choose as part of their life-stories are 

reflections of their concept of leadership and allow them to enact their leadership role. 

Authentic leaders do not imitate role-models rather they construct their identity as a 

gradual process taking pieces from various contacts, literary figures, and world leaders in 

the construction of their unique life story (Shamir & Eilam, 2005). Positive role-models 

who demonstrate high levels of integrity, transparency, and trustworthiness likely served 

as crucial mentors in the leader’s personal development (W. L. Gardner et al., 2005). 

Sparrowe (2005) makes the case that authenticity emerges out of the narrative 

process which is dependent on the role of others because we see ourselves in the 

responses of others. This leads to powerful recommendations on how a leader develops 

this narrative self. The first requires autobiographical work such as journal writing, 

writing one’s obituary, and telling the story of trigger events. The second 

recommendation is reading the life stories of others in an effort to identify new ways of 

being. The third recommendation is to engage others in the process of narrating oneself 
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such as getting feedback on strengths by having others tell the story of when the leader 

was at his/her best. In these recommendations is the wisdom of how life’s leadership 

development process can be accelerated through the deepening of self-awareness and the 

movement towards new possible selves.  

Positive psychological capital and moral perspective.  Psychological capital 

refers to an individual’s positive psychological state of development. Factors contributing 

to psychological capital include self-efficacy, hope, optimism, and resilience. These 

psychological states which are open to development are believed to increase the self-

awareness and self-regulation of leaders, as well as play a crucial role in developing 

individuals and organizations to flourish and prosper (W. L. Gardner et al., 2005; F. 

Luthans & Avolio, 2003; F. Luthans, Avolio, & Youssef, 2007). These four factors in 

combination have a powerful impact on organizational performance beyond any of the 

individual factors alone (Avolio & Luthans, 2006). A detailed theoretical examination of 

psychological capital will be reviewed later in this paper as well as empirical support for 

its role in job and school performance.   

Positive psychological capacities as well as a positive moral perspective are 

considered inherent qualities of authentic leadership (Avolio & Gardner, 2005). The 

moral component of authentic leadership consists of moral capacity, which involves the 

transparent evaluation of alternatives in a moral dilemma and the intentions of leaders to 

act authentically. It also involves authentic moral action, which requires moral courage in 

converting moral intentions into actions despite external or internal pressures. A third 

factor is moral resiliency, which involves positive adaptation in the face of significant 

adversity. The authentic leader is at high risk of disrupting the status quo and raising the 
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ire of bureaucratic authority because the authentic leader will follow his/her moral code 

and may have to overcome adversity later. This resiliency allows for continued authentic 

action in an organization over time because of the leader’s ability to adapt (May, Chan, 

Hodges, & Avolio, 2003).  

Authentic follower development. Authentic followership is considered to be a 

core component of authentic leadership theory. Followers and leaders are developed over 

time through their authentic relationship. The authenticity that develops in the leader is 

largely mirrored in the development of followers. Followers come to know who they are 

and are better able to see possible future selves in relation to their actual selves. The 

primary influence of the authentic leader is through positive modeling, which has 

particular impact due to the trustworthiness of the authentic leader. Through this 

modeling, positive values, emotions, motives, goals, and behaviors are lived thus 

encouraging followers to engage in similar acts (W. L. Gardner et al., 2005).  

Authentic leaders relate to followers with honesty and integrity; this results in a 

strong identification of followers with the authentic leaders and enhances the likelihood 

that positive modeling on the part of the leader will yield positive behavior changes in 

followers (Avolio & Gardner, 2005).  The trusting relationship allows leaders to impact 

followers through positive social exchanges as they support followers’ self-

determination. Additionally, the authentic leader’s hope and optimism can carry an 

emotional contagion effect which has a positive impact on followers as positive emotions 

are transmitted throughout an organization (Ilies et al., 2005). In addition to increased 

levels of authenticity, outcomes for followers include increased trust, increased 

engagement which is crucial to sustained and veritable performance, and increased work 
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place well-being (W. L. Gardner et al., 2005). Work place well-being is essential to 

meeting followers’ higher-level needs and is referred to as eudaemonic well-being which 

is defined as “reflecting self-realization, personal growth and expressiveness and, more 

generally, human flourishing and the fulfillment or realization of one’s true nature” (Ilies 

et al., 2005, p. 176). At its core this is the ideal outcome for followers as a result of their 

interactions with authentic leaders.  

A critical component of addressing the eudaemonic well-being of followers is in 

the values and emotions of leaders. Authentic leaders give higher priority to self-

transcendent values over self-enhancement values, allowing the leaders to forego self-

interest for the common good. Additionally, authentic leaders experience positive other-

directed emotions which refer to their affective experience towards followers. These 

emotions include the major categories of appreciation, gratitude, and goodwill (Michie & 

Gooty, 2005). These other-directed emotional inputs allow leaders to engage in ethical 

behavior that is consistent with their self-transcendent values which serves a critical role 

in followers’ development and the outcome of increased follower well-being.  

Positive organizational context. Organizational context includes the broad 

vision, culture, and strategy of the organization as well as the professional work groups in 

the organization. This dynamic context provides the experiences necessary to support and 

enhance authentic leadership development. Leader and follower development can be 

optimized in an organizational context that is transparent, energizing, intellectually-

stimulating, and supportive of developing leaders and followers to their full potential (F. 

Luthans & Avolio, 2003). The organizational context should also be inclusive, providing 

open access to information, resources, and support. In addition the opportunity for 
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meaningful learning and an empowering context that allows leaders and followers to 

accomplish their work is critical (W. L. Gardner et al., 2005). It is important to keep in 

mind that leadership is shaped by context and vice versa (Avolio & Gardner, 2005). 

Therefore organizational climates that support learning, transparency, and openness are 

most likely to provide sustained authentic leadership development among leaders and 

followers. 

Gender and culture. An important consideration is the relationship between 

authentic leadership with gender, race, ethnicity, and global differences. Discerning this 

relationship is critical if leadership is to meet the challenges of the 21st century. 

Increasing diversity both locally and globally and the necessity to work with individuals 

who are not necessarily from the same cultural groups as the leader demand leadership 

that is able to cross these cultural and geographic divides. Leadership in the past has 

largely been examined as primarily gender and culture neutral (Ayman & Korabik, 2010). 

Without examining and addressing context, our theories of leadership are incomplete and 

unable to address the demands of changing organizations in contemporary society 

(Ospina & Foldy, 2009). Changing demographics in leadership has led to an increase in 

the number of underrepresented groups in leadership positions and has dramatically 

altered the former population of leadership in which organizational and political leaders 

were homogenously white men from elite backgrounds (Eagly & Chin, 2010). This has 

led to a bias in the mainstream literature in which models that use “whiteness” and North 

America to study and theorize leadership as a universal phenomenon are consistently 

used and extended across sub groups (Eagly & Chin, 2010; Ospina & Foldy, 2009). 
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Effective performance in organizations requires leaders to manage task 

complexity that depends upon the knowledge and support of others to accomplish desired 

results (Eagly & Chin, 2010). This requires leaders to effectively tap the resources that 

exist within and outside the organization and often requires substantially different views 

and representations of the issues. The cultural intelligence of leaders allows for 

effectiveness in dealing with both those from foreign cultures and those from different 

subcultures within one’s own culture (Ayman & Korabik, 2010). There are clear 

divisions that exist in communities between people who differ in gender, socioeconomic, 

and ethnicity creating groups that have traditionally been given access to leadership 

positions and groups who have had substantially less opportunity in leadership positions 

(Eagly, 2005). Leadership in the 21st century requires that these divisions be successfully 

navigated in the interest of individual and organizational performance. 

Culturally inclusive research has tremendous benefit for theories of leadership by 

providing the context in which leadership occurs and examining potential differences that 

emerge as a result of cultural differences (Ayman & Korabik, 2010). Considering race, 

ethnicity, gender, and national origin also allows researchers to examine the process of 

how the influence process unfolds in diverse populations and the mechanisms underlying 

the construction of influence. Leadership may also play a role in shaping followers’ 

cultural identities (Ospina & Foldy, 2009). Additionally, new conceptualizations of 

leadership may lead to previously marginalized groups to fill leadership roles that were 

previously unavailable. For example, female leaders have been identified as somewhat 

more transformational than male leaders (Eagly, 2005). The nurturing and support side of 
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transformational leadership is different from a traditional take charge, command view of 

leadership for which women might be considered traditionally less effective than males.  

Authentic leadership is challenged by concerns that it is not a gender or race 

neutral phenomenon. For example, value disagreements between social groups, lack of 

acceptance because a leader’s origins are from a social group that has not traditionally 

had access to leadership, or followers’ inability to identify with the leaders’ goals due to 

lack of understanding, could all undermine the work of the leader (Eagly, 2005). 

Additionally, self-monitoring which is crucial to authentic leadership is typically more 

prevalent in men than women creating the potential for fewer chances for women to 

attain leadership positions (Ayman & Korabik, 2010). Also, there is the tendency to rate 

leaders higher from one’s own racial group than from another group creating the potential 

for leaders to be unable to connect with followers on the basis of cultural background, 

race, ethnicity, or gender. Finally, overt discrimination or more subtle prejudice in which 

stereo types about a social group is incongruent with followers’ beliefs about the requisite 

skills for successful leadership could undermine the leader (Eagly & Chin, 2010).  

A critical aspect of authentic leadership is the relationship between leaders and 

followers. This makes the construct particularly susceptible to factors that emerge in 

racial and gender differences. Followers are more likely to authorize leaders from their 

own racial group and more likely to rate them favorably (Ospina & Foldy, 2009). This 

poses a substantial challenge for authentic leaders who are not from the same cultural 

background as his/her followers. Followers must see the leader as a legitimate individual 

who has the right to convey and promote consensual values. Without this legitimacy 

bestowed by followers, identification with the leader will not occur and increased 
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positive outcomes will not occur. The leader must be able to endorse and promote the 

interests and values of the larger community transparently to followers. Followers must 

personally identify with these values and accept them as appropriate for the community 

shared with the leader (Eagly, 2005). Leaders from marginalized groups who are able to 

achieve this relational authenticity with followers may be particularly suited to achieve 

increased results within organizations because they may have overcome racial and 

cultural stereotypes, had to meet a higher standard to attain leadership roles in the first 

place, and have the multicultural experience to navigate a majority and minority culture. 

Additionally, diverse groups having differing ways of representing and solving problems 

which can be a huge advantage in overcoming future challenges (Eagly & Chin, 2010).  

It is critical to keep in mind that leadership behaviors are not necessarily 

culturally universal, and cultural values as well as country boundaries should be 

considered in leadership research (Ayman & Korabik, 2010). Scholars of leadership need 

to contemplate how their theories might better address diversity concerns and draw on 

research and theory that has addressed these concerns (Eagly & Chin, 2010). Authentic 

leadership due to its relational nature and the critical component of acceptance and 

identification by followers makes these concerns even more important. Acting on beliefs 

and being authentic may be particularly problematic for individuals not of the majority 

group and lead directly to a lack of acceptance due to discrimination, prejudice, or value 

differences.  

Future studies regarding authentic leadership should address gender, racial, and 

ethnic differences explicitly to identify how these factors influence the relationship 

between leaders and followers. Early research in authentic leadership has taken on the 
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typical “North American bias“ in leadership studies by validating the Authentic 

Leadership Questionnaire using samples from China, United States, and Kenya 

(Walumbwa et al., 2008). These results support the use of the ALQ across country 

boundaries and begin to take on the challenge of considering context in leadership 

behavior without the assumption that these behaviors are culturally or contextually 

neutral.  

Veritable and sustainable performance beyond expectations. Authentic 

leadership should result in sustained veritable performance beyond expectations. 

Sustainable refers to the fact that the performance should last over a long time and 

veritable refers to the fact that it is genuine, not some sort of statistical maneuvering 

(Avolio & Luthans, 2006). Veritable and sustained performance includes the building of 

human, social, and psychological capital, as well as the generation of tacit knowledge and 

processes in an organization. Sustainable performance may mean foregoing immediate 

gains in the near future for sustained organic growth within the organization over the 

long-term (Avolio & Gardner, 2005). Authentic leadership challenges leaders to view 

their performance impact across multiple levels beginning at the intra-individual level 

and moving up to the community level. The nature of the performance impact is also 

looked at from a typical level to an extraordinary level. Therefore any discussion of 

performance results in authentic leadership should consider both the level and nature of 

the results (Avolio & Luthans, 2006). 

Authentic leadership provides a rich theoretical basis as a root construct that could 

underlie other forms of positive leadership. Authentic leadership is focused on the 

relationship between leaders and followers, subject to continuous development, and 
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concerned with veritable and sustainable performance; this makes authentic leadership an 

ideal theoretical construct to move from the organizational and business literature and 

apply to school leadership. The conceptual framework developed in the second section of 

this paper draws heavily from authentic leadership theory as a fundamental building 

block for organizational change, development, and learning.  

Positive Organizational Change 

The purpose of this section of the paper is to review organizational change theory 

from a living-systems and organizational learning perspective. The challenges facing 

schools go far beyond school reform and will actually require reinvention as we learn to 

educate students in a dynamically different context for dramatically different results. The 

type of change before us was aptly described by Quinn (1996) as deep change that 

requires new ways of thinking and behaving while giving up control and taking risks. 

This change is “major in scope, discontinuous with the past, and generally irreversible” 

(p. 3). Marzano, Waters, and McNulty (2005) identify the need for second-order change 

which addresses those problems for which no current strategy works; the problem must 

be conceptualized in new ways. Due to this challenge, it is imperative that the mental 

models we use for implementing organizational change have the potential to be effective 

in a rapidly changing organizational context with high complexity problems for which 

there is no stable answer. This type of change is consistent with double loop learning 

(Argyris & Schon, 1974) which requires that underlying assumptions and governing 

principles be critically examined and questioned to generate the type of organizational 

learning required of schools to meet the changing contextual demands of work and 

society. Three models will be reviewed including a living-systems approach to change 
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which focuses primarily on the work of Margaret Wheatley Wheatley (1999), Fullan’s 

(2001) work on Leading in a Culture of Change as well as Fullan’s newest work The Six 

Secrets of Change (Fullan, 2008), and systems thinking (Senge, 1990) and organizational 

learning (Argyris, 1999; Argyris & Schon, 1974).  

A Living-Systems Approach to Change 

The living-systems approach to change is a contrast to the typically mechanistic 

view of change, which is reflected in classical or Newtonian physics. The mechanistic 

model assumes a linear relationship between cause and effect and a fundamental division 

between the parts of a system. The total system can be described as a sum of its parts, 

which allows for reductionism and isolation in effecting change. This is possible because 

a change in one part of the system is assumed to have a direct cause and effect 

relationship and will not impact other parts of the system (Wheatley, 1999).  

In a living-systems approach, each individual functions within a larger network of 

relationships or “web of relationships.” The relationship between individuals and systems 

creates our reality and is inseparable from the whole (Wheatley, 1999). In this type of 

situation, linear models of cause and effect are no longer sufficient and dramatically 

different rules apply. In The Adaptive School some of these rule changes are posited to be 

(a) more data does not lead to better predictions; (b) everything influences everything 

else; (c) tiny events create major disturbances; (d) you don’t have to touch everyone to 

make a difference; (e) both things and energy matter (Garmston & Wellman, 1999, pp. 8-

9). We see in these rules of dynamical systems that previous linear connections are no 

longer sufficient and a very different mental model is needed.  
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Bohm (1980) introduced the term “holonomy.” Holonomy is said to be the law of 

the whole in which relative autonomy when taken in a broader context is merely aspects 

of the whole. In Bohm’s work he is referring to physics and science; however, from an 

organizational perspective, this is even more readily apparent. Every aspect of the 

organization is a reflection of a larger whole embedded in an even larger context. This 

poses a tremendous challenge for effective organizational change because rather than 

converging singular answers to organizational problems, answers tend to be divergent 

and expansive. The reductionistic answers derived in a Newtonian model are no longer 

effective, and any change in one area has ramifications on the whole.  

The living-systems approach is rooted in three key areas: identity, information, 

and relationships. True to holonomy these areas are completely interdependent and 

interrelated; therefore, any attempt at organizational change must deal with all three 

aspects simultaneously. Deep and meaningful change is achieved when all three of these 

areas are addressed, and it is argued that actualization in these three domains leads to a 

learning organization (Baird-Wilkerson, 2003). 

The identity of an organization is embedded in its perception of its relationship to 

its surroundings and its higher purpose. This is intimately related with its history, actions, 

purpose, and mission. The ability to adapt and respond intelligently to its environment is 

dependent on a clear sense of identity. Wheatley (1999) states that, “No person or 

organization can be an effective co-creator with its environment without clarity about 

who it is intending to become” (p. 37). We see that the identity domain of living-systems 

theory at the organizational level is tightly connected to the self-awareness at the 

individual level in authentic leadership. Identity questions such as who are we, what is 
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our purpose, and what are our assumptions, values and beliefs serve to ground the 

organization as identity is actually clarified in the change process.  

Wheatley (1999) makes a compelling argument that information is a basic 

ingredient in the universe, and meaning is the force that organizes this information. In a 

living-systems approach, the flow, meaning, nature, and access of information all have 

major ramifications in the change process. Additionally, the quality of relationships 

within the organization has a major impact on the quality and openness of the information 

shared. Without high quality relationships, the major flow of information occurs around 

water coolers or in parking lots and is not harnessed to impact organizational learning 

(Baird-Wilkerson, 2003). The free-flow of information is absolutely essential if a system 

is to self-organize and become adaptive in changing contexts (Wheatley, 1999).  

The final domain of the living-systems approach is relationships. Relationships 

are developed around trust and norms within the organization. These relationships 

provide open access to the collective intelligence within the organization. Trust is the 

foundation of shared learning within an organization, and through relationships diverging 

views are encouraged and fostered which allows the organization to grow and learn in 

new ways (Baird-Wilkerson, 2003). Wheatley (1999, p. 69) says, “This is a world of 

process, the process of connecting, where ‘things’ come into temporary existence because 

of relationship.” The core process of education (teaching and learning) is at its root 

relational not technical. The education of our students depends more on the quality of 

relationships than the technical expertise of our instructors.  
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Fullan and Change 

Fullan’s (2001) work Leading in a Culture of Change, provides a critical link 

between the role of leadership and the complex process of change. Fullan’s model is built 

around five components of effective leadership which are moral purpose, understanding 

change, relationship building, knowledge creation and sharing, and coherence making. 

Moral purpose is about ends and means. It is an ethical component of leadership, 

grounded in the way we relate to and treat others. Moral purpose is intimately linked with 

the sustainable high performance of organizations because it provides the stable 

foundation for life within the organization: a collective resonating purpose.  

Understanding change requires the leader to be comfortable with the messiness of 

change resulting from nonlinearity and creativity. Fullan (2001) makes a distinction 

between strategy and strategizing noting that there are no distinct answers in the change 

process. Change can be lead, but it cannot be controlled. A powerful insight in 

understanding change is the idea that “reculturing is the name of the game.” Fullan 

(2001) says that reculturing is about “producing the capacity to seek, critically assess, and 

selectively incorporate new ideas and practices- all the time, inside the organization as 

well as outside it” (p. 44). This process of reculturing in true systems is critically 

dependent both on moral purpose as well as relationships.  

Relationships must improve if change is to be successful. The work of 

relationship building is foundational to any sustained change. This requires relationship 

building with diverse people through meaningful communication and problem-solving as 

well as the promotion of divergent views and inquiry. This relationship building requires 
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both emotional intelligence and a commitment to follower development discussed earlier 

in the paper. 

Knowledge creation and sharing and coherence are the final two components of 

Fullan’s model. Knowledge creation manifests in leaders committing themselves to 

creating and sharing knowledge inside and outside the organization. This creation of 

knowledge is truly a social process and is dependent upon the other components of 

leadership. Coherence allows the information to be managed by connecting it through 

meaning and patterns. Without coherence the complexity of change is overwhelming and 

results in chaos.  

In addition to these five components, Fullan suggests that the result to 

organizations is increased commitment that will result in more good things happening 

and fewer bad things happening. While defined very generally, there is clearly a 

connection between Fullan’s outcomes and sustainable and veritable performance 

addressed in the authentic leadership section. Perhaps most interesting about Fullan’s 

model is the incorporation of a background factor which he refers to as a group of 

personal characteristics that all leaders possess. He labels these as the energy-enthusiasm-

hopefulness constellation. He goes on to say, “I do not think it is worth debating whether 

this constellation is a cause or an effect of the five leadership components. No doubt there 

is a dynamic, reciprocal relationship between the two sets” (Fullan, 2001, p. 6). The 

relationship between this constellation of personal traits and the psychological capital 

posited by F. Luthans and Avolio (2003) is undeniable. This connection serves as a 

critical factor in the development of my conceptual framework later in the paper.  
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In The Six Secrets of Change, Fullan (2008) provides a powerful traveling theory 

for leaders as agents of change. This theory focuses on the large-scale reform of entire 

systems. The theory has six interdependent components that work together 

synergistically. These six factors require a great deal of thought and application to be 

used effectively, and they generate passion and energy in a majority of people to achieve 

results. Additionally, these six secrets of change are in a state of dynamic tension in 

which pushing too far in one direction or the other results in decreased results and 

performance.  

Six secrets of change are outlined by Fullan (2008). 

1. Love your employees. This secret focuses on the need for a dynamic balance 

between serving the customer and serving the employee. In education this 

means a paramount concern for our customers, the students, matched with an 

equal commitment to taking care of teachers and support staff members. This 

is a school where continuous learning for all employees is the norm and 

meaning and passion is promoted.  

2. Connect peers with purpose. Secret two is manifest by balancing the too 

loose/ too tight dilemma in schools. Leadership creating strategies and 

structures that foster purposeful peer interactions leads to employee self-

regulation of behavior around a shared purpose. This leads to learning in 

relation to results and social glue that positively reinforces the growth of the 

school.  

3. Capacity building prevails. The focus of school leadership must be on 

developing the individual employees in the organization along with its 
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collective efficacy. Motivation is generated through transparency and peer 

interaction rather than punishment and judgmental feedback.  

4. Learning is the work. Fullan argues that learning must be embedded within 

the job and contextualized within the work. Learning in external workshops is 

superficial unless attached to real context. Employees learning how to work is 

as important as the outcome of the work, so there is a continuous focus on the 

process as well as the product.  

5. Transparency rules. This secret has to do with the continuous display and 

focus on results of the organization for stakeholders to see. This is not results 

as punitive measures as we often see in relation to NCLB, but rather results 

used to fuel continuous improvement in systems that learn and connect peers 

to purpose.  

6. Systems learn. Through the dynamic interaction of the previous five secrets, 

knowledge and commitment is generated within the organization as 

employees continuously learn and create meaning increasing their sense of 

belonging and their motivation to perform.  

 The six secrets of change provide a powerful theory for school leaders to be 

mindful of as they focus on the discontinuous changes that face schools in meeting the 

new requirements of learning for students in the 21st century.  

Systems Thinking and Organizational Learning 

 The Fifth Discipline provides a grounding theory to illustrate the processes 

necessary to move an organization toward excellence. Peter Senge writes about five 

learning disciplines that increase an organization’s ability to achieve its desired results. 
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These are personal mastery, mental maps, shared vision, team learning, and systems 

thinking. Systems thinking is comprised of the interrelationship between the other four 

factors as well as external processes that either increase growth or limit the system 

(1990). By using Senge’s five disciplines as an organizational framework, this section of 

the paper connects key theoretical factors in positive leadership theories and change 

theories already discussed in relationship to the five disciplines. 

Systems thinking. Systems thinking is the conceptual cornerstone of all five 

learning disciplines. Systems thinking moves people from seeing parts to seeing wholes 

and views people as shapers of their reality and creators of their future. Systems thinking 

is the means through which the other learning disciplines are achieved. Mastering 

systems thinking involves the ability to see patterns where others see complexity. 

Systems thinking is about organizing complexity so that it is coherent and manageable 

(Senge, 1990).  

Leverage is a crucial component of systems thinking. When people are not aware 

of systems, a major mistake is that they push harder for results which causes a balancing 

process that is an equal and opposite in reaction. The key to leverage is to identify the 

limiting factor and change it, which usually occurs in considering new options by seeing 

previously obscured relationships. Systems thinking allows us to see patterns and discern 

between high and low leverage change in complex situations. Finding actions and 

changes in high leverage areas will lead to significant and enduring improvements. This 

often comes from small, focused actions as opposed to large-scale efforts. The focus of 

most people tends to be on symptoms rather than high leverage change because the high 
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leverage change requires seeing things holistically and abandoning linear cause and effect 

reasoning (Senge, 1990).   

Personal mastery. At its heart personal mastery is the discipline of continually 

clarifying our identity and what is important to us while at the same time learning to see 

reality more clearly (Senge, 1990). This process is nearly identical to the identification of 

actual and possible selves as discussed by Avolio and Luthans (2006). The tension 

between our current reality and our personal vision creates a driving motivating force for 

change and improvement (Senge, 1990). Warren Bennis refers to personal mastery in his 

book On Becoming a Leader, when he outlines four lessons for self-knowledge: (a) you 

are your own best teacher; (b) accept responsibility; (c) you can learn anything you want 

to learn; (d) true understanding comes from reflecting on your experience (2003).   

Personal mastery is learning about yourself, understanding your experience and 

what you are about. It is an ongoing lifelong pursuit that makes us abundantly aware of 

what we don’t know while at the same time deeply self-confident. This is tightly aligned 

with the role of self-awareness and self-regulation discussed in regards to authentic 

leadership development (W. L. Gardner et al., 2005). Personal mastery implies that as 

you develop, your ability to do more increases. Personal growth allows you to make 

increased contributions to the organization. As individuals in an organization reflect on 

personal experience, they feel more powerful and gain a greater sense of worth in the 

organization. This in turn leads to greater levels of personal mastery (Senge, 1990).  

 Mental models.  A mental model is the term Senge uses to describe the 

worldviews of individuals. These maps about how the world works become a powerful 

influence in the way we behave and the options we consider. Mental models allow us to 
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examine what we say in comparison to what we do and notice when we accept 

generalizations as full truth. Mental maps are not objective facts; they are simply our best 

approximations at the time. Therefore, as we expose ourselves to diverse views (inquiry) 

and defend the thinking of our current views (advocacy), we are in a much better position 

to gain insight into more effective worldviews (1990).  

Our mental maps are influenced by diversity in experience. Warren Bennis refers 

to leaders as knowing the world. Leaders learn from travel, friends and mentors, and 

adversity (2003). All of these influences broaden our perspectives and allow school 

leaders to see the same problem or opportunity from many different angles. It is only 

when we can see through many pairs of glasses that we can begin to approach effective 

solutions that will yield truly desired results.  

This concept is furthered in Bolman and Deal’s four frames of leadership 

(discussed earlier in relation to moral leadership). The four frames or mental maps are 

structural, human resource, political, and symbolic. Each one of these frames provides a 

unique view on a leadership situation, and seeing the circumstances from multiple lenses 

allows a leader to not only appreciate the complexity of the problems faced, but he or she 

will also be effective in dealing with it (2003).  

Achieving effectiveness demands that we continuously expand and change our 

mental maps to achieve a greater awareness of reality. This process can only occur in a 

context where diverse views can be safely presented and effectively used to shape the 

organization’s future. Jim Collins refers to this as “confronting the brutal facts” and 

discusses this concept in detail. Organizations create “a culture wherein people have a 

tremendous opportunity to be heard and, ultimately for the truth to be heard” (2001, p. 

87 
 



     

88). Many times leaders fail to recognize the fact that espoused theories do not correlate 

well to theories in use or theories of action (Argyris & Schon, 1974). The result is actions 

that contradict the espoused theories of leaders and a failure to translate the beliefs and 

goals of the organization into action.  

 Shared vision. Shared vision is the concept that personal visions coalesce into a 

clear concept that fosters long-term commitment to the organization. Each individual 

vision is a different perspective of the overall purpose of the organization. This does not 

occur as a result of top down management but rather through the feedback and dialogue 

of individuals as they clarify and develop the shared purpose of the organization (Senge, 

1990).  

Purpose is ultimately the galvanizing force that holds an organization together. 

Wheatley (1999) acknowledges the strange attractor of meaning and the role of chaos. 

She indicates that there is an inherent order in seemingly random events when they are 

viewed as a whole. This order in chaos can be thought of as coherent meaning that guides 

a system within certain limits.  

Fullan alludes to coherence and strange attractors as a natural product of 

disruption. Disturbances to a living system, like an organization, force it to adapt and 

change. Ultimately, it is the disturbances that force an organization to redefine itself and 

coalesce around a meaningful purpose so long as the disturbance is done in a way that 

approximates the desired outcome (2001).  

Bennis discusses the role of the leader to continuously communicate the vision of 

the organization while at the same time encouraging dissent in the context of developing 

a clearer purpose (2003).  
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Schools by their very nature are social institutions. They are made up of people 

who interact in order to accomplish a series of shared tasks in a social environment. This 

larger environment in which the school is embedded is made up of social interactions 

between stakeholders and a larger organizational field as well as a network of interaction 

with the broader society. These social interactions compose both the school and the 

environment in which it functions. There is no separation between the school and the 

environment because both result from patterns of interaction. It is the pattern of 

interaction that essentially creates the organization and its environment (Smircich & 

Stubbart, 1985). 

In this view of organizational environments, the most important commodity is 

meaning. The job of a leader is to create and maintain systems of shared meaning; the 

organization itself is a system of shared meaning, and it is meaning that gives form to the 

environment. Smircich and Stubbart (1985) argue, “In an enacted environment model the 

world is essentially an ambiguous field of experience” (p. 726).  Meaning is the thread 

that weaves this field into a coherent and manageable tapestry. 

Effective school leadership demands that we engage in the construction of 

meaning. It is only by critically assessing what is currently accepted and engaging in the 

deconstruction of knowledge that dominates traditional thinking that education can truly 

become emancipating (Henderson & Kesson, 1999). These constructed meanings become 

the context in which a school functions and provide the starting point for future decision-

making processes.  

A powerful shift in thinking as a leader is recognizing a role not as an enforcer or 

taskmaster but rather the person who continuously finds clarity of purpose through 
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feedback and dialogue. The leader manages the dream by helping the organization work 

through unresolved conflict and is a model of hope that the dream can prevail while still 

being grounded in current reality.  

Team learning.  Aligned teams empower individuals, who in turn empower the 

team resulting in collective learning. This allows the team to creatively continue to 

overcome the dynamic changes faced by organizations today. The key to team learning is 

that it is not limited to individuals (parts) but rather transfers across the entire team 

(whole) (Senge, 1990).  

Fullan talks about a concept called knowledge building and systems learn. He 

argues that the power of knowledge lies in the context of the organization, and it is the 

sharing of knowledge that leads to tremendous results. This goes beyond the concept of 

personal mastery and into the idea of organizations learning as a whole (2001, 2008).  

This concept was aptly described as synergy by Stephen Covey. “The whole is 

greater than the sum of its parts. It means that the relationship which the parts have to 

each other is a part in and of itself” (1989, p. 263). This is the process of excellent 

organizations. Without synergy excellence can never be achieved. The power is in the 

creative process of the whole not from the parts and the emergent and innovative results 

that occur as a result of interaction.  

Organizational learning. A powerful framework for organizational learning is 

the 4I model (Crossan, Lane, & White, 1999). Organizational learning in this model is 

described as a means of achieving strategic renewal in an organization. Strategic renewal 

requires that organizations exploit the knowledge they currently have while at the same 

time exploring and learning new ways of doing things. This balance is remarkably 
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apropos for schools as we are asked to maximize our current resources and 

methodologies while looking for new ways of meeting the needs of students for the 21st 

century. This model posits that organizational learning occurs across the individual, 

group, and organizational levels. The model also proposes that four related sub-processes 

lead to organizational learning: intuiting, interpreting, integrating, and institutionalizing.  

Intuiting is the largely subconscious act of pattern recognition and 

comprehension. This process can also result in the perception of possibilities and new 

ways of doing things. Intuition can be expert which allows individuals to exploit current 

information (exploitation) or entrepreneurial, allowing individuals to perceive new or 

emergent relationships and possibilities (exploration). Imagery and metaphor are vital 

components in moving individual intuition into a shared understanding that allows the 

learning to move beyond the individual level to the group level.  

Interpreting is a conscious process that allows individuals to develop mental maps 

regarding the various areas in which they function. Interpreting is often a social activity 

as individuals connect with others, actively testing their maps and developing a sense of 

shared understanding. This active testing is vital because often times in organizations 

individuals will perceive the same stimulus differently and come to very different 

conclusions. Ultimately, interpreting is about changing an individual’s understanding and 

actions. This is achieved through an increase in the complexity and richness of the 

cognitive maps an individual uses. It is also often accompanied by language development 

and expansion with regard to the given domain.  

Integrating emerges from a shared understanding of group members and results in 

coherent, collective action. Conversations are used not only to convey established 
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meaning but also to create new meaning. The primary path for integration is dialogue. 

Dialogue is way of talking together where individuals actively work to suspend their 

assumptions, accept differences, and engage in building mutual trust. Participants then 

confront their own and others’ assumptions in an effort to build common ground and 

focus on the whole. The result of dialogue can go beyond shared meaning and actually 

create new shared assumptions and culture (Schein, 1993). 

Institutionalizing refers to the learning that is actually embedded into the fabric of 

the organization. This learning is manifest in the systems, structures, strategy, routines, 

and daily practices of the organization. This learning does not leave when individuals 

leave, but rather remains as part of the culture and practice of the organization. 

Sometimes, “there may be a gap between what the organization needs to do and what it 

has learned to do. As the gap widens the organization places more reliance on individual 

learning and initiative” (Crossan et al., 1999, p. 530). There is often tension between the 

institutional learning of the past that the organization currently exploits, and the new 

learning needed to explore possibilities and navigate the gap between the past 

environment and present and future challenges that need to be overcome. This tension 

can be dissipated when organizations put into place specific practices and demonstrate 

values that promote innovation and new ideas.  

Defensive routines. Defensive routines are the policies or actions we implement 

to prevent our organizations or ourselves from experiencing embarrassment or threat. 

These routines tend to be overprotective and prevent learning as well as self-sealing 

which prevents us from being aware that they are occurring (Argyris, 1999). Senge 

(1990) contends that systems thinking is particularly at risk of defensive thinking because 
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the core belief is that our actions create our reality. The basic defensive thinking of 

Model 1 (Argyris & Schon, 1974) is considered to be programmed early in life and nearly 

universal. Model 1 refers to thinking patterns that value always being in unilateral 

control, maximize winning and minimize losing, and behave according to what you 

consider rational. When all members in an organization think and behave according to 

these tenets, it blocks the flow of energy to move towards a common vision. The 

defensive routines effectively block organizational learning from occurring. They are also 

an impediment to self-awareness and self-regulation.  

A major component of systems thinking is recognizing the limits to growth or 

balancing processes. The argument is that removing limits to growth is the key to high 

leverage change (Senge, 1990). Some of these limits to growth deal with beliefs and 

mental models. One limiting factor that is considered extensively is feelings of 

powerlessness and unworthiness which result in reduced personal mastery. Sparks (2007) 

states that three of the most significant barriers to the realization of human potential are 

lack of clarity, resignation, and dependency. These balancing forces and blocks to growth 

are critical considerations in developing any model that will lead to high levels of 

sustained organizational performance.  

Balancing processes are the fundamental limitation to personal and organizational 

change. Scharmer (2009) argues that the journey required for deep change is often not 

taken because it requires difficult and painful inner work. He goes on to say that there are 

at least three inner voices of resistance that block individuals from moving through a 

deep change process. The first is the Voice of Judgment (VOJ) which actively blocks an 

open mind and creative possibilities. The second is the Voice of Cynicism (VOC) which 

93 
 



     

serves to create emotional distance and prevents the individual from opening his/her 

heart. The third is the Voice of Fear (VOF) which prevents us from letting go of the old 

to experience the new. In fact, “meeting and dealing with that voice of fear is the very 

essence of leadership: to facilitate the letting go of the old ‘self’ and letting come the new 

‘self’”(p. 43). 

Leadership. Senge (2006) provides powerful insight into the role of leadership in 

systems thinking. First and foremost leadership requires being a human being who is part 

of the whole rather than relying on positional authority. Leaders are designers within 

living organizational systems. These leaders recognize that their high leverage impact is 

in their relationships with followers and how people transform the beliefs of the 

organization into processes and action. Leaders are the designers of governing ideas, 

purpose, vision, and core values. The leader is not so concerned about getting the words 

right but rather in engaging people with the ideas and moving them to action. The leader 

as designer is not high profile work; it is the work that largely goes unnoticed. Leaders 

are great teachers who invite people into a space they create for learning. A true teacher 

leader is a learner first. Leaders are stewards of the vision. They are all about change 

while at the same time being anchored in a clear purpose. “What distinguishes these 

leaders is clarity and persuasiveness of their ideas, the depth of their commitment, and the 

extent of their openness to continually learning more” (Senge, 2006, p. 339).  

Senge (2003) refers to a “learning mandate” and makes a compelling argument 

that the success of organizations today is directly connected to their ability to learn. This 

can be exceedingly difficult for leaders whose competence and credibility is often tied to 

an expectation of knowing the “right” answer and taking swift and decisive action. This 
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can lead to a “fantasy that somehow organizations can change without personal change, 

and especially without change on the part of people in leadership positions…” (Senge, 

2003, p. 48). It is change on the part of all members of the school including those in 

leadership that will lead to the new learning of school organizations necessary to prepare 

students for the thinking and skills required for success in a dramatically different age.  

The most important leadership tool required for this foundational change is the 

self. Theory U (Scharmer, 2009) describes a process of personal and organizational 

change in which leaders go through a process of suspending old beliefs, letting go of old 

identities, connecting to the source of their work and themselves, letting the future come, 

and embodying the new practices and beliefs that emerge. Scharmer argues that most 

change processes fall short because the individual, leader, or organization is unwilling to 

cross the threshold between the past self and the future Self waiting to emerge. There are 

three tools that can be developed personally or collectively that allow us to navigate this 

journey of change: open mind, open heart, and open will.  

Open-mind refers to our ability to access our IQ type of intelligence. In order for 

effective change to take place we must see the objective data with new eyes, open 

ourselves to new interpretations of facts, and be willing to suspend prior assumptions. 

Open heart is our emotional intelligence, the ability to empathize and emotionally 

connect to another point of view. Open will is our spiritual intelligence and is our 

authentic purpose and authentic self. This is the place where transformation occurs and 

individuals and organizations move forward in new directions as a result of connecting to 

their authentic future self while leaving behind an identity, assumptions, and practices 

that no longer serve this authentic purpose.  
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Positive Psychology  

Positive psychology involves shifting the focus from pathology to building 

positive qualities, fulfilled individuals, and thriving communities (Seligman & 

Csikszentmihalyi, 2000). Foundational work in positive psychology includes the flow 

experience and optimal human performance (Csikszentmihalyi, 1990), extensive work on 

optimism and learned helplessness (Seligman, 1998), and a focus on strength based 

organizations (Buckingham & Clifton, 2001). Additionally, positive psychology based 

counseling methods were developed focused on hardiness, healing, hope, and happiness 

(Pearsall, 2003). In 1998 positive psychology was christened as one of the initiatives of 

Martin Seligman, then president of the American Psychological Association. Positive 

psychology calls for a focus on strength and building the best things in life. This requires 

a different set of assumptions and different questions than those that come from a disease 

model and a belief that goodness and excellence are as authentic as disease. Positive 

psychology has become an umbrella for all psychological investigation into the good life 

(C. M. Peterson & Seligman, 2003).  

Positive Organizational Psychology (POP) is a major area of scholarship and 

research for examining positive psychology at work and is defined as “the scientific study 

of positive subjective experiences and traits in the workplace and positive organizations, 

and its application to improve the effectiveness and quality of life in organizations” 

(Donaldson & Ko, 2010, p. 178). Within positive organizational psychology are two 

broad areas of research and scholarship: (a) positive organizational scholarship (POS) 

defined as “the study of especially positive outcomes, processes, and attributes of 

organizations and their members” (Cameron et al., 2003b, p. 4); and (b) positive 
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organizational behavior (POB) defined as “the study and application of positively-

oriented human resource strengths and psychological capacities that can be measured, 

developed and effectively managed for performance improvement in today’s workplace” 

(F. Luthans, 2002b, p.59). 

 Positive organizational scholarship (POS) has taken a decidedly positive view 

where researchers emphasize theories of excellence, transcendence, positive deviance, 

extraordinary performance, and positive spirals of flourishing. This area distinguishes 

itself from traditional organizational studies in that it seeks to understand what represents 

the best of the human condition (Kim S. Cameron, Jane E. Dutton, & R. E. Quinn, 

2003a). POS seeks to alter the focus of organizational studies to reflect studies of 

affirmative, uplifting, and elevating outcomes and processes that have largely been 

missing in the literature (Cameron & Caza, 2004). 

Appreciative Inquiry 

Appreciative inquiry as a form of POS is particularly interesting in the content of 

positive forms of school leadership. Appreciative inquiry treats organizations as living 

networks, and its goal is to access the positive core of the organization. An assumption of 

this model is that humans evolve in the direction of the questions they ask most often. 

Through the process of appreciative inquiry (asking positive questions), the organization 

begins to construct a more desirable future through self-organization towards its positive 

core (Cooperider & Sekerka, 2003).  

The appreciative inquiry model follows a four step progression: discovery, dream, 

design, and destiny. In the discovery phase, increasing collective awareness of the 

organization is achieved through a systematic inquiry process into the positive core of the 
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organization. In the dream stage, awareness is converted into a form of imagery that 

incorporates a vision, a purpose, and a compelling statement of strategic intent. The 

design phase involves focusing attention on how the organization would be redesigned to 

make the dream a reality. Destiny involves the transformation of paradigms by giving the 

process away to everyone and not attempting to control or script the change 

implementation but rather let it develop organically (Cooperider & Sekerka, 2003). 

Cooperider and Sekerka (2003) propose a model of positive organizational change 

that is based on increased relatedness to others and increased inquiry into the appreciable 

world. As these two factors increase, Cooperider and Sekerka posit that a three stage 

model is activated. The first stage is referred to as elevation of inquiry, which is a vehicle 

for developing positive change. By viewing one another in an appreciable way, 

relationships are strengthened, and people collectively seek organizational greatness. The 

second phase is referred to as fusion of strengths, which aligns people’s strengths around 

the organization’s positive core where emotions and strengths are amplified throughout 

the group. The third phase is called activation of energy, where members no longer feel 

constrained, and a surge of creative strength is unleashed as they actively move towards 

positive change.  

Broaden and Build 

The broaden and build theory of positive emotions (Frederickson, 2001) offers 

powerful insight into how positive leadership can influence followers as well as how 

organizational effectiveness can be enhanced through the mechanism of positive 

emotions. Frederickson defines her theory as “certain discrete positive emotions-

including joy, interest, contentment, pride, and love-although phenomenological distinct, 

98 
 



     

all share the ability to broaden people’s momentary thought-action repertoires and build 

their enduring personal resources, ranging from physical and intellectual resources to 

social and psychological resources” (2001, p. 219). Positive emotions tend to open 

people’s thought processes and allow them to consider more alternatives, vary their 

behavioral responses, and be more creative. In addition, the benefits of positive emotions 

are not limited to the immediate moment but rather continue to benefit people in the form 

of personal resources that can be drawn on later (Frederickson, 2001). 

Frederickson (2001, p. 220) sites several examples of positive emotions which 

have empirical support that broaden habitual modes of thinking; these include (a) joy, 

creates the urge to play, push limits, and be creative; (b) interest, creates the urge to 

explore, take in new information and experiences while expanding the self; (c) 

contentment, creates the urge to savor current life-moments and integrate these 

circumstances into the individual’s worldview; (d) pride, creates the urge to share news 

of achievement and to envision greater future achievements; (e) love, creates a repeating 

cycle of urges to play with, explore, and savor experiences with those who are loved.  

The argument by Frederickson is that these positive emotions are beneficial in 

that they have long-term indirect benefits that build enduring personal resources, 

physical, intellectual, emotional, and social, that can be accessed in future threatening 

circumstances.  

In addition to broadening the “thought-action repertoires,” Frederickson (2001) 

proposes that positive emotions are fundamental components of optimal human 

functioning and provide a series of interrelated benefits that transform people for the 

better. Some of the benefits of positive emotions include development of enduring 
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personal resources, the capacity to extinguish lingering negative emotion, the capacity to 

provide fuel for psychological resilience specifically as the mechanism through which 

individuals are able to recover and bounce back from negative events, and the capacity to 

serve as triggers for upward spirals of enhanced emotional well-being. Frederickson has 

substantial empirical support that when individuals maintain a 3:1 ratio of positive to 

negative emotions it associated with flourishing and a host of positive outcomes 

including closer relationships, more effective problem-solving, and a greater capacity to 

deal with negative events (Frederickson, 2009).  

Beyond individual well-being, positive emotions are also posited to be primary to 

organizational transformation and optimal functioning (Frederickson, 2003). Positive 

emotions can resonate throughout an organization, and leaders’ positive emotional states 

are connected with their entire work group’s performance. The work group’s 

performance is evidence of the contagious nature of positive emotions whereby one 

person’s positive emotion can impact the emotional state of others through the observable 

expression of the positive emotion (Frederickson, 2003).  

The expression and presence of positive emotions by individuals in an 

organization has a cascading effect. The individual who has the positive emotion is more 

likely to be helpful and assist others in a positive way. These positive emotions may 

result in behavior that is more flexible, creative, empathic, and respectful on the part of 

the individual. Additionally, he or she will likely be proud of those actions and results 

creating a boost in self-esteem and envision an ideal self who is motivated to pursue 

future achievements in related areas. Also, the person on the receiving end likely 

experiences gratitude as a result of the individual’s positive emotion. This results in a 
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creative repayment of the kindness and positivity by the person on the receiving end who 

is motivated and more likely to engage in future moral actions. Additionally onlookers 

who see the positive emotional interaction are impacted by the positive emotion referred 

to as elevation, which elicits a desire to be a better person and perform helpful acts. This 

creates a likely scenario where the onlooker will engage in good deeds that create an 

upward spiral of positive emotion and good deeds towards one another, which increase 

the compassion and harmony within the organization (Frederickson, 2003).  

At its core, the broaden and build theory of positive emotions predicts that 

positive emotions in organizations produce individuals and organizations that function at 

higher levels. This transformation occurs through the initial broadening of people’s 

thinking, which allows for flexible, empathic, and creative responses. Over time this 

builds stronger social connections, improves organization climate, and results in 

positively deviant organizational outcomes. Positive emotions create and sustain the 

dynamic processes that allow individuals and organization to thrive and flourish 

(Frederickson, 2003).  

 Positive Organizational Behavior 

F. Luthans (2002b) defined positive organizational behavior (POB) as “the study 

and application of positively oriented human resource strengths and psychological 

capacities that can be measured, developed, and effectively managed for performance 

improvement in today’s workplace” (p. 59). The key difference between POB and POS is 

the focus on state-like concepts that can be learned, increased in individuals, as well as 

managed in the work place. Additionally, these psychological capacities can be 

developed through training, learned on the job, or self-developed while also being 
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measurable (F. Luthans, 2002a). This developmental aspect of POB is particularly 

appealing when looking at schools ready to take on the challenge of re-invention 

requiring flexibility, innovation, and the ability to recover from setbacks. Because of the 

performance impact associated with developing these positive psychological capacities, 

they are ideal for maximizing a competitive advantage in the work place as well as the 

school house (F. Luthans & Youssef, 2007). 

The investigation of positive psychological capacities has led to the conception of 

psychological capital. Psychological capital can be thought of as who you are distinct 

from economic capital- what you have, human capital- what you know, and social 

capital- who you know (F. Luthans, Luthans, & Luthans, 2004). The key idea of 

psychological capital is that it provides a sustainable competitive advantage in a work 

force because it cannot be easily replicated, is valuable, and is rare. Psychological capital 

referred to as PsyCap in the literature is posited to be a higher order positive construct 

that is composed of self-efficacy, hope, resilience, and optimism. In particular it is 

proposed that these four factors working together provide a greater competitive 

advantage and have a greater positive organizational performance impact than the four 

factors working in isolation. PsyCap is a key component in moving from the actual self to 

the ideal self and is foundational to this developmental process (F. Luthans, Avolio, & 

Youssef, 2007).   

While the performance impact of specific psychological capacities in work places 

and schools will be presented in the relevant research section of this paper, a brief 

overview of the four developed constructs of PsyCap are presented here.  
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Self-efficacy. The first of these four constructs is self-efficacy also referred to as 

confidence. Bandura (1997b) conceptualized self-efficacy as “people’s beliefs in their 

capabilities to produce desired effects by their own actions” (p. vii). Maddux (2002) 

argues that the most important aspect of success may be the belief that you can 

accomplish what you hope to accomplish. In essence self-efficacy is a belief about what 

an individual is capable of doing.  

Extending Bandura’s work, Stajkovic and Luthans (1998) define self-efficacy as “one’s 

conviction (or confidence) about his or her abilities to mobilize the motivation, cognitive 

resources, and courses of action needed to successfully execute a specific task within a 

given context” (p. 66). Self-efficacy leads to the motivation and action necessary to 

complete a specific task. Additionally there are five characteristics that distinguish self-

efficacious people: (a) they set high goals and self-select challenging tasks; (b) they 

thrive on and look for challenges; (c) they are clearly self-motivated; (d) they commit 

time and effort to accomplish their goals; (e) when faced with difficulties, they continue 

to pursue their goals (F. Luthans, Avolio, & Youssef, 2007). 

The developmental aspect of self-efficacy is particularly relevant to POB. Early 

self-efficacy development is seen as likely arising from the ability to have symbolic 

thought in the form of cause-and-effect which leads to self-awareness and self-regulation 

and the responsiveness of the environment which involves the exploration and mastery of 

the environment primarily through a child’s impact on others (Maddux, 2002). Bandura’s 

(1997a) work emphasized that self-efficacy can be developed through four pathways: 

mastery experiences, vicarious learning/modeling, social persuasion, and arousal. 

Developing a leader’s self-efficacy through mastery includes leadership-training 
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exercises that allow leaders to experience challenging success. Also, guided mastery and 

concrete, specific goal setting is of value to a leader’s self-efficacy development. 

Vicarious learning can be achieved through the assignment of a successful mentor and 

experiential training sessions. Coaches and mentors can also provide the social 

persuasion required to increase efficacy. Physical and psychological arousal is manifested 

in overall well-being which can be enhanced through wellness programs and stress-

management training (Youssef & Luthans, 2005). 

A critical component of leadership in schools involves the ability to accomplish 

important goals collectively by harnessing the abilities of individuals in a common effort. 

Collective efficacy is “the extent to which we believe that we can work together 

effectively to accomplish our shared goals” (Maddux, 2002, p. 284). Through shared 

goals and collaborative decision-making, efficacy can be shared between individuals and 

results in collective efficacy. Collective efficacy is related to higher group performance, 

increased problem-solving, and transformational leadership. It is also related in a positive 

way to commitment and job satisfaction (F. Luthans, Avolio, & Youssef, 2007). 

Individual and collective efficacy are closely related, and collective efficacy begins with 

the efficacy of the individual. The bottom line of self-efficacy is that effort and 

persistence are more important than innate ability. Self-efficacy is truly about human 

potential and possibility that is actualized as a result of belief (Maddux, 2002).  

Hope. Hope is defined as “a positive motivational state that is based on an 

interactively derived sense of successful (a) agency (goal-directed energy); and (b) 

pathways (planning to meet goals)” (Snyder, Irving, & Anderson, 1991, p. 287). The key 

distinguishing feature of hope is that it is an iterative process between two equally 
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important components: willpower and waypower. Both components are independently 

important to hope as one without the other is insufficient. Willpower is an agency 

component related to motivation and a willingness to persevere towards goals; waypower 

involves developing alternative pathways and contingency plans to achieve goals (F. 

Luthans & Youssef, 2007). Hope play major role in catalyzing positive emotions and a 

sense of well-being in people, and it is connected to improved athletic and academic 

performance (Snyder, Rand, & Sigmon, 2002).  

Hope is also proposed as having a contagion effect in social interactions that is 

amplified in leadership. Specifically, the point is made that followers can perceive a 

leader’s level of hope and then act in parallel with this state (Norman, Luthans, & 

Luthans, 2005). The authors also propose that this high hope in leaders can be translated 

not only into higher hope but also organizational resiliency. High-hope people believe 

that they can overcome potential obstacles, challenges, and difficulties, which is directly 

related to the pathways thinking they possess as well as the agency to persevere. This 

contagion effect makes hope a critical component for leadership development at all levels 

in an organization (Norman et al., 2005).  

Recommendations for developing hope in leaders and followers from F. Luthans, 

Avolio, and Youssef (2007) include  

1. Goal-setting. Personal meaningful goals are the most effective. Internalized, self-

set goals promote both agency in terms of the effort put forth to accomplish the 

goal as well as the creativity to generate pathways to the goal.  
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2. Stretch goals. Goals that are sufficiently difficult that they stimulate excitement 

and anticipation while still being seen as attainable. This challenge aspect 

promotes hopeful thinking.  

3. Stepping. Breaking large challenging goals into doable steps that allow the larger 

goal to be accomplished is extremely effective. This serves to promote the 

pathways thinking as well as maintaining a sense of agency as small steps are 

accomplished along the way.  

4. Involvement. Autonomy, communication, and empowerment all serve to develop 

hope. This opportunity for participation provide freedom and authority to make 

choices which serves to enhance people’s willpower as well as promoting the 

creative problem-solving that is a hallmark of “waypower.” 

5. Reward systems. Connecting recognition systems directly to self-regulated goal 

pursuing behaviors as well as rewarding creatively pursuing multiple pathways to 

goals promotes both “willpower” and “waypower” in individuals. People see how 

their actions are directly related to performance of work, and this can be highly 

motivating in the pursuit of goals.  

6. Resources. By clearly setting priorities and allocating essential resources, hope is 

encouraged. Lack of resources can lead to a victim mentality in which goals are 

not accomplished because the necessary resources are not available, and thus hope 

is diminished.  

7. Strategic alignment. Focus on placing individuals within an organization in a 

match with their talents and strengths so that their human capital can be 
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maximized. This promotes a high likelihood that the individual will experience 

success and thrive.  

8. Training. Providing individuals hands on, interactive, and participative training 

builds hope by encouraging the development of talents into strengths. Prescriptive 

technical training can be limiting and reduce agency in participants.  

The need for hope in schools today is abundantly clear as educators must 

persevere in the face of extreme adversity “willpower” as well as develop dynamic new 

models of organizational practice to confront the challenges before them “waypower.” 

While the performance impact of hope will be explored in another section, the contagious 

impact of high hope leaders and the powerful influence they can exert on followers to 

achieve increased organizational performance is unmistakable.  

Resiliency. Resiliency is defined as “the capacity to rebound or bounce back from 

adversity, conflict, failure, or even positive events, progress, and increased 

responsibility” (F. Luthans, 2002a, p. 702). This capacity can be learned and developed in 

ordinary people. Masten (2001) argues that resilience comes “from the everyday magic of 

ordinary, normative human resources.” He goes on to say that resilience “has profound 

implications for promoting competence and human capital in individuals and society” (p. 

235). F. Luthans and Youssef (2007) posit that resilience is related to improved 

organizational performance overall, increased job satisfaction, and organizational 

commitment, as well as enhanced social capital. A high change, high stress environment 

like that in which schools exist today suggests that developing resilience should be of 

primary concern to school leaders.  
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Conceptualizing resilience in the positive organizational behavior realm has led to 

a focus on the possibility that resilience not only involves bouncing back to a previous 

equilibrium state but actually bouncing back beyond previous performance. This allows 

for “adversities and setbacks to be viewed as opportunities for learning, growth and 

development” (F. Luthans & Youssef, 2007, p. 334). Resilience can thus be a proactive 

force to move organizations and individuals forward in the attainment of personal and 

organizational goals. This is crucial given that average performance in schools will not 

meet the tremendous challenges before us in the new global economy. Adversity can 

propel us to higher ground as we pursue new knowledge, develop deeper relationships 

with staff and students, and create more meaningful work. Developing resiliency 

provides individuals with a psychological resource that allows them to survive and thrive 

in a high change, high stress environment (F. Luthans & Avolio, 2003).  

Developing resiliency generally focuses on three major approaches (Masten, 

2001):  

• Asset-focused strategies. These strategies attempt to increase resiliency by 

building individual assets and increasing the likelihood of success;  

• Risk-focused strategies. These strategies attempt to mitigate failure by eliminating 

as many risk factors as possible;  

• Process-focused strategies. These strategies attempt to build effective coping 

mechanisms so that people can deploy their various assets to overcome adversity 

and risk factors.  

Using a process-focused model is particularly effective in high change 

organizations because the continuing need to develop and deploy new assets are 
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necessary to bounce back from constantly changing adverse events that are frequently 

experienced in a school leadership position.  

Milstein and Henry (2008) have developed a powerful model of resiliency that 

summarizes key findings impacting adults, children, schools, and communities. This 

framework is referred to as the Resiliency Elements Wheel and is comprised of six 

interrelated factors:  

• Positive connections. Connecting to others in profound ways that link to core 

values and at multiple levels leads to increased meaning and value in people’s 

lives. These connections serve as critical anchors that support health, growth, and 

belonging.  

• Clear, consistent, and appropriate boundaries. Having clear boundaries allows 

people to feel safe, secure, and develop trust with others and their environment. 

These boundaries provide a safety net to know limits and provide a consistent 

basis for positive organizational culture to grow so long as the limits are 

appropriate to our needs and abilities. 

• Life-guiding skills. The skills of goal-setting, planning, problem-solving, 

decision-making, communication, conflict management, and reflection are crucial 

to developing individual and collective resilience. These skills must be developed 

and honed through experience so that ultimately they can be applied flexibly and 

mindfully to new and challenging situations.  

• Nurture and support. Greater value is experienced in life when we matter to 

others, and we become fully alive through the experience of unconditional regard 

from others. This is seen in education when students experience a tremendous 
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spike in learning and growth when a highly supportive and nurturing teacher takes 

over the classroom. 

• Purposes and expectations. People require clear goals and priorities to establish 

meaning in their actions. Purpose motivates individuals to grow and develop, and 

we are more likely to respond positively to life’s challenges when meaning is the 

driving energy in our lives. Without clear purposes and expectations, people can 

feel alienated and adrift with little drive. 

• Meaningful participation. Giving back and a sense of contribution is a powerful 

force in developing resiliency. Through participation with others, people 

recognize that they are not alone and have the opportunity to give back to the 

environments that have nurtured them. People must be invited to participate 

appropriately.  

Developing resilience in individuals can also be expanded to developing resilient 

communities characterized by members’ sense of belonging, a core of shared values and 

beliefs, an infrastructure that supports well-being, and common goals that benefit 

everyone. This is achieved by knowing one another, developing positive relationships, 

and the stability created by shared norms, values, etc. (Milstein & Henry, 2008). In this 

way entire communities or organizations can effectively deal with change and stress 

bouncing back and beyond prior achievements due to the resilient nature of the entire 

organization.  

Youssef and Luthans (2005) provide a theory of resilience in which strength 

based, supportive organizational cultures lead to resilient leaders who in turn have a 

direct contagion effect on followers through modeling. This particularly impacts new 
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employees. The more resilient an organization is, the more resilient the leaders are, and 

the more resilient their associates will become. Youssef and Luthans also argue that the 

other psychological capital factors of hope, optimism, and self-efficacy are crucial in 

developing individual resilience even in a resilient organization.  

Authentic, transformational leaders may be the most powerful approach in 

developing resilient organizations and individuals. This is a result of effective 

partnerships and transparent communication achieved by authentic leaders as they create 

a non-threatening and trusting environment that is dedicated to the development of 

followers (F. Luthans & Avolio, 2003). Harland, Harrison, Jones, and Reiter-Palmon 

(2005) found that the transformational leadership dimensions of attributed charisma, 

idealized influence, intellectual stimulation, and individualized consideration were 

positively related to the employees’ resiliency. Most transactional leadership dimensions 

were not related to employee resiliency. This model of resiliency included not only 

bouncing back but also growth and increased strength, which is particularly related to 

transformational leadership.  

Coutu (2002) describes resilient individuals as those who are deeply aware of and 

committed to reality, carry with them a deeply held belief that life is meaningful as well 

as other stable values and beliefs, and have the capacity to improvise and adapt to 

significant change. She goes on to argue, “Resilience is a reflex, a way of facing and 

understanding the world that is deeply etched into a person’s mind and soul. Resilient 

people and companies face reality with staunchness, make meaning of hardship instead of 

crying out in despair, and improvise solutions from thin air. Others do not” (p. 55). It 

seems that the three core capacities of the resilient individual are absolutely crucial to 
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students, teachers, and principals as we face the challenges of the 21st century and the 

role of schools in meeting those challenges. Educational leaders, students, and teachers 

must recognize the reality that the educational system we work in was developed to 

achieve basic literacy in a society of shop keepers, factory workers, and low technology 

farmers. Educational leaders, students, and teachers must connect deeply with the moral 

purpose of education to connect learners with who they are and their relationship and 

responsibilities to the larger society, and educational leaders, students, and teachers, must 

generate solutions quite literally out of thin air as the political wrangling and 

accountability reforms at the state and national level do not even approach the mental 

models required to propel students to the educational levels needed to compete 

successfully in the global economy.  

 Optimism. Optimism is characterized by Seligman (1998) as an adaptive 

explanatory style in which an individual attributes positive events to personal, permanent, 

and pervasive causes while attributing negative events to external, temporary, and local 

causes. Examining optimism from a positive organizational behavior perspective, the 

criteria of realistic and flexible qualifiers are added to optimism, meaning an extreme 

position of internalizing success or externalizing failure is not taken. This “PsyCap 

optimism” allows individuals to express appreciation to others for success, learn from 

their mistakes, and take risks that are appropriate to achieve success (F. Luthans, Avolio, 

& Youssef, 2007).  

Christopher  Peterson (2000) argues that optimism is context dependent, and 

therefore individuals must be “flexible” in their use of optimism so that they are able to 

use it as a strategy in the appropriate context as opposed to a habit that people have no 
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control over. Optimism is incredibly useful because the positive expectations associated 

with it can become self-fulfilling leading to good mood, perseverance, achievement and 

physical health. While the details of the performance impact of optimism will be noted 

later in this paper, it is worth mentioning that optimism is associated with dozens of 

studies that show positive outcomes and increased performance in health, education, 

athletics, and business contexts (F. Luthans & Youssef, 2007; Christopher  Peterson, 

2000; Schneider, 2001; Youssef & Luthans, 2005).  

Schneider (2001) states that “a person is realistic to the extent that his or her 

actions are sensitive to experienced contingencies in the environment and are guided by a 

coherent value system” (p. 252). Realistic optimism involves the tendency to maintain a 

positive outlook given the current reality by focusing on the favorable aspects of 

experience. This is in contrast to self-deception or unrealistic optimism in which people 

close their eyes to reality by using an exclusively confirmatory approach by filtering 

information and avoiding information inconsistent with their desired beliefs. Self-

deception can also take the form of creative story telling in which the individual 

disregards objective reality in favor of a delusion that they prefer to believe.  

Realistic optimism requires that people engage in regular reality checks, 

continuous monitoring of experience and progress, refining of mental models, and re-

evaluation of plans and action steps. Additionally, Schneider (2001) proposes three 

principles that allow for the development of realistic optimism:  

1. Leniency for the Past: The “Benefit of the Doubt” Principle. By recognizing the 

difference between the objective reality of what happened and the fact that 

subjective value is largely a personal choice, individuals are able to classify a 
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larger number of events as subjectively positive. Essentially the individual gives 

the benefit of the doubt of a situation and cognitively ascribes a positive outcome 

to it. Assuming positive intentions when involved in collaborative work is also 

described by Garmston and Wellman (1999). “Reframing” situations in which an 

individual searches for positive aspects of a situation to neutralize or balance the 

negative components also furthers this principle. Underlying this leniency must be 

a desire to accurately see reality so self-deception does not occur. 

2. Appreciation for the Present: The “Appreciate the Moment” Principle. By 

learning to focus attention on the current state, individuals can discern positive 

aspects about a situation and identify sources of positive emotion that they would 

otherwise miss. This adds value to everyday routines, people, places, things, and 

events that ordinarily are taken for granted. Realistic optimism is an effort to 

make the best of a situation by directing attention to the best aspects of 

circumstances rather than fixating on the negative characteristics. Appreciation 

for the present creates a positive feedback loop, improving satisfaction and 

increasing motivation.  

3. Opportunity-Seeking for the Future: The “Windows of Opportunity” Principle. By 

viewing problems as challenges and opportunities, people’s goal frames 

concentrate on moving them toward a positive state as opposed to avoiding a 

negative state. In education this may seem like a foreign concept; however, 

dozens of studies of achievement, motivation and self-regulation show that 

approaching positive states are functionally superior to goal frames focused on 

avoiding negative states (Schneider, 2001). An opportunity-seeking approach can 
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make the problem-solving process feel enjoyable; it also increases concentration 

and makes it more likely that an individual will make realistic assessments of 

current reality. For example, a student focused on learning rather than avoiding 

failure is more likely to experience pride and satisfaction upon completion of a 

goal as opposed to relief and is also less likely to experience anxiety in response 

to failure. Additionally, the student is more likely to notice deficiencies and take 

active steps to correct them.  

Realistic optimism is about letting go of past events, actively appreciating what is 

occurring in the current situation, and searching for future opportunities. Realistic 

optimists are actively working toward desired outcomes because they are searching, 

hoping, and aspiring to positive experiences. At the same time they are aware of 

situational constraints and contextual factors that may prevent those outcomes from 

occurring. These individuals continuously focus on possibilities that will lead to a 

desirable and personally meaningful outcome.  

For leadership development there is no question that possessing the skills of 

realistic and flexible optimism is a powerful combination. “Again, like hope, there is 

hardly an inspirational leader throughout history who made a positive difference in his or 

her organization or community, who has not been labeled ‘optimistic’”(F. Luthans & 

Avolio, 2003, p. 255). Youssef and Luthans (2007) further argue that leaders who possess 

a stable value system and clear purpose and meaning are likely to have a more optimistic 

explanatory style.  

Leaders with a high level of flexible and realistic optimism should be able to have 

a clear grasp of reality as it pertains to the strengths and vulnerabilities of their followers 
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while also being self-aware and self-regulating. Their optimism motivates them to 

improve themselves and their followers rather than blaming others and finding fault when 

things go wrong. Additionally these leaders do not engage in taking credit for positive 

results that exceed their contributions while avoiding personal accountability and 

responsibility. These leaders are secure in their positive view of reality while maintaining 

accurate knowledge of their own and their followers’ contributions to the organization (F. 

Luthans, Avolio, & Youssef, 2007).  

Summary 

Transformational, authentic, ethical, and resonant leadership provides a deep 

grounding theory for leaders in any organization. Connecting these positive leadership 

theories to effective organizational change provide powerful mental models for altering 

organizations in deep and fundamental ways using high leverage change strategies. By 

viewing both leadership and organizational change with a positive psychology lens, we 

are given license to explore results beyond expectations and focus on developing the 

strengths of leaders and followers alike to achieve performance far beyond expectations. 

This is a powerful combination of insights. It may well meet the challenge laid out in the 

book Generative Leadership by Klimek, Ritzenhein, and Sullivan (2008) who assert, “our 

schools need leadership that challenges the imaginations of our students and teachers. 

They need leadership that can uncover the liberating opportunities concealed within 

daunting challenges- this is the defining ability of American genius” (p. v).  

Facing the challenges of the 21st century and developing a large percentage of the 

American population who can use synthesis and creativity by integrating deep 

foundational knowledge in at least one area and broad knowledge across many areas is 
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the work. Our schools are desperate for the type of leadership that can creatively move us 

forward in a way that allows education to truly prepare students for the challenges of 

tomorrow. School leadership needs to tap into the collective potential of others and reveal 

the untapped greatness that exists in our schools. “Generative leadership-unleashes 

energy, intelligence, and creativity from within the entire school and so opens new 

avenues for action. A vibrant, positive culture emerges one in which deep learning and 

high achievement become norms for everybody” (Klimek et al., 2008, p. vii).  

The next section of this paper will focus on describing a conceptual framework 

that combines salient factors of authentic and transformational leadership, systems 

thinking, and positive psychology for the purpose of developing a practical model to 

inform leadership practice supported by empirical research that leads to sustainable and 

veritable performance beyond expectations. This research will provide empirical support 

for the conceptual framework that purports authentic transformational leaders using a 

systems approach to change and a positive psychological frame will yield results beyond 

expectations and create the generative climate needed for schools in the 21st century. 
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CHAPTER 2B. LITERATURE REVIEW – CONCEPTUAL FRAMEWORK 

Based on the theoretical domains previously discussed, this chapter synthesizes a 

conceptual framework that connects leadership and change using a positive psychological 

lens. The conceptual framework considers learning and change to be the fundamental 

work of leadership and shows the parallelism between individual and organizational 

learning. In addition, the model shows the critical pathways between individual and 

organizational learning as feedback and feed forward learning. The model also shows the 

relationships between psychological capital, organizational context, defensive routines, 

results, and authentic leadership.  

In building this conceptual framework key features from the literature are 

addressed. First, the model connects the well-established theory and results of 

transformational leadership with the emerging theory of authentic leadership. Second, the 

model addresses organizational and specifically school change in a systems context. 

Third, the model incorporates a positive psychological lens in examining school 

performance and leadership. Fourth, practical findings from the effective principal 

literature are consistent with the theoretical framework. Fifth, relevant contextual and 

personal variables are considered. Sixth, the expected outcomes are consistent with the 

positive transformation of schools into exceptional learning organizations which 

consistently sustain veritable performance outcomes that are beyond expectations. Figure 

1 summarizes the Effective Leadership for Positive Organizational Change model 

developed as a synthesis of the theoretical framework reviewed so far.  
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Figure 1. Conceptual model combining authentic leadership, psychological capital, and effective principal research
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In addition to drawing extensively from the theoretical foundations and empirical 

implications already described in this paper, the conceptual framework also draws 

heavily from the work of Spillane, Halverson, and Diamond (2004) who propose a 

distributed model of leadership. Specifically, they argue that school leadership is best 

understood as a practice distributed over leaders, followers, and their situation including 

the socio-cultural context. This is highly consistent with the Authentic Leadership 

Development Model proposed by F. Luthans and Avolio (2003, p. 251) in which they 

include both organizational context and positive psychological capacities in the authentic 

leader’s development. It is also consistent with the conceptual framework for authentic 

leader and follower development proposed by W. L. Gardner et al. (2005, p. 346) in 

which the transfer between authentic leadership and authentic followership is achieved 

through positive modeling while taking into consideration organizational climate as well 

as personal antecedents like personal history and trigger events that impact leadership 

development. 

Spillane et al. (2004) go on to argue that any study of leadership should be of 

leadership in action and must consider the leadership task. In looking at the work of 

Senge (1990), Scharmer (2009), and Fullan (2008), the essential task of leadership seems 

clear: the learning of the organization and the individual such that sustained positive 

results occur and the capacity for future results is nurtured. Fullan (2008) makes the point 

that “learning is the work” and “systems learn.” He goes on to argue that systems learn in 

two ways. First, they focus on developing many leaders working in concert, and second, 

they are led by people who approach complexity with a combination of humility and faith 

that effectiveness can be maximized. Leaders build capacity and develop other leaders by 

120 
 



     

maintaining hope and confidence that they can achieve effectiveness while being humble 

enough to know that the uncertainties of reality may prohibit them from realizing their 

goals. In addition, they must be resilient enough to bounce back from adversity and 

confront those uncertain realities.  

Senge (1990) asserts that “organizations learn only through individuals who 

learn” (p. 139). Individual learning is a necessary condition for team learning; however, it 

is not sufficient. At the heart of team learning is the outcome of consistently becoming 

more effective in reaching collective goals (Isaacson & Bamburg, 1992). Both individual 

and team learning are the essential tasks of leadership. Therefore, effective leadership for 

positive organizational change must account for deep learning as well as the transfer of 

learning in both individuals and teams. 

 Individual Learning  

The four boxes representing the individual learning loop (See Figure 1) are 

matched with Kolb’s (1984) definitive work on experiential learning in which he argued 

that deep learning occurs as a result of concrete experience (awareness of reality), 

reflective observation (building capacity), abstract hypothesis (cultivating vision), and 

active testing (congruent action). Zull (2002) explored this model by examining the brain 

as “a structure that evolved for human learning, for understanding and comprehension” 

(p. 14). Zull was looking for a connection between the learning cycle components and 

brain structures. He determined that there was a solid correlation between processing 

areas of the cerebral cortex and the learning cycle described by Kolb (1984).  

Specifically Zull (2002) argued that concrete experiences occur in the sensory 

cortex where information from the senses is processed. Reflective observation occurs in 
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the temporal integrative cortex where sensory information is combined to create images 

and meaning. Additionally this is where an individual is developing insights and 

associations by analyzing experiences. The frontal cortex is where abstract hypothesis are 

constructed, and the brain organizes actions and activities of the entire body, makes 

judgments, assembles plans for action, compares and chooses options, develops plans for 

the future, and creates symbolic representations. Active testing occurs in the motor 

cortex, which carries out plans and ideas. The actual production of language through 

speech and writing occurs via the motor cortex where ideas are converted into physical 

actions. 

A logical result of the individual learning cycle is increased self-awareness and 

increased self-regulation which are essential in authentic leadership development (Avolio 

& Gardner, 2005). This occurs as a result of connecting with sensory experiences openly 

to get to know one’s actual self and how that self relates to the world. Inquiring into these 

experiences, ideas, and perspectives we come to know others and ourselves with greater 

clarity and depth. The knowledge we need to solve problems in schools is not easily 

discerned; it must be identified through active inquiry (Garmston & Wellman, 2008). 

Through reflection an individual explores possible selves and other ways of being in the 

world. At the heart of constructing a personal vision based on multiple competing models 

of reality and the differing opinions of stakeholders is what Martin (2007) calls 

integrative thinking which he defines as “the ability to face constructively the tension of 

opposing ideas and, instead of choosing one at the expense of the other, generate a 

creative resolution of the tension in the form of a new idea that contains elements of the 

opposing ideas but is superior to each” (p.15). Integration allows the individual to conjure 
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an ideal self for which to strive and enables the process of continuously resolving the 

tension between his/her actual and ideal self. By focusing on this idealized self and 

recognizing his/her current actions and behaviors (actual self), an individual can self-

regulate and enact closer and closer approximations of his/her ideal self as a result of 

high self-awareness (who I am, who I can be, and who I want to be) as well as a high 

level of self-regulation (I can choose behaviors and actions aligned with my ideal self and 

reject inconsistent or incongruent behaviors). At its highest level, this is about “waking 

up to who we really are by linking with and acting from our highest future Self-and by 

using the Self as a vehicle for bringing forth new worlds” (Senge, Scharmer, Jaworski, & 

Flowers, 2005, p.234). Connecting to our highest future self allows us to engage in 

transforming action as an individual embodies new actions that are congruent with his/her 

awareness of what is possible and approach an ideal future state.  

Transfer 

A crucial part of the leadership process is spanning the gap between individual 

learning to team learning (See Figure 1), moving information from individuals to groups, 

and transforming personal vision into organizational vision in conjunction with other 

stakeholders. This is the critical transfer that occurs between leaders and followers. 

Individual learning in organizations is not enough even though it is a necessary pre-

requisite for team learning. Additionally, the learning of the team creates a feedback loop 

impacting the learning of the individual as leaders and followers; individuals and teams 

are shaped by their individual and group learning.  

Heath and Heath (2010) propose a three part framework that directly addresses 

difficult change. They argue that there are three inter-related pathways to change. The 
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first step is engaging the rational mind by providing crystal clear information as to the 

next step of the change process (showing people what to do next). The second component 

is accessing motivation and the emotional mind so that this powerful force can provide 

the energy for change (desire for change). The third component is shaping the situation 

and context so that change is more likely (make change easier). Using this model, three 

inter-related pathways are proposed in Figure 1 indicating how this transfer takes place in 

the context of effective leadership for positive organizational change. 

Positive modeling  

The first pathway is positive modeling. The process of modeling actually allows a 

leader to show others the desired change by enacting the change publicly and consistently 

in front of followers. Modeling provides critical next step information to others so that 

they can enact the desired change. Bandura (1994) lists modeling as one of four main 

sources that develop people’s sense of efficacy. These vicarious experiences created as a 

result of social models are extremely powerful as long as the individual perceives the 

model to be similar to him/her. Models impact followers: “through their behavior and 

expressed ways of thinking competent models transmit knowledge and teach observers 

effective skills and strategies for managing environmental demands” (Bandura, 1994, p. 

72). As was noted earlier in the discussion of authentic leadership, the primary influence 

of the authentic leader is through positive modeling, which has particular impact due to 

the trustworthiness of the authentic leader. Through this modeling, positive values, 

emotions, motives, goals, and behaviors are lived thus encouraging followers to engage 

in similar acts (W. L. Gardner et al., 2005).  
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Authentic dialogue 

The second pathway is authentic dialogue defined as, “self-aware, balanced, 

congruent and transparent dialogue which facilitates learning at and between multiple 

levels of the organization” (Mazutis & Slawinski, 2008, p. 438). Authentic dialogue is the 

path that allows for organizational change. Dialogue is essential to organizational 

learning and the capacities of authentic leaders allow them to cultivate and support open 

and honest dialogue among organizational members. Schein (1993) goes so far as to 

argue that dialogue is the root of all effective group action. Authentic leadership has the 

potential to be a key construct because its capabilities for personal change enable change 

in organizations.  

The capacities of authentic leaders (self-awareness, balanced processing, 

internalized moral perspective, and relational transparency) are exactly the capacities 

needed in confronting conflict through inquiry as opposed to power struggles. Dialogue is 

a critical pathway to overcome limitations to learning often encountered as a result of 

defensive routines and self-preserving behaviors that do not allow for the detection and 

correction of errors in an organization.  

The self-awareness component of authentic leaders makes it less likely that they 

will engage in defensive behaviors that will restrict learning. As a result of balanced 

processing, authentic leaders are less likely to distort, exaggerate or ignore information 

and pay attention to both positive and negative interpretations of themselves and the 

organization. An internalized moral perspective allows authentic leaders to be consistent 

in word and deed and is also likely to close the gap between espoused theories and 

theories in action. Relational transparency allows the leader to be authentic with others 
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allowing for genuine inquiry and feedback as they hold themselves open for inspection 

(Mazutis & Slawinski, 2008).  

Authentic dialogue is at the root of creating shared understanding within an 

organization. Authentic dialogues will likely lead to double-loop learning and exploration 

and innovation in organizations as feed-forward learning results. Authentic dialogue also 

allows for genuine feedback and ongoing learning to achieve sustainable and veritable 

results. The authentic leader is uniquely poised to create a culture around authentic 

dialogue that will result in effective organizational learning and change across all levels 

of the organization.  

Resonance  

The third pathway that connects leader to followers and individuals to groups is 

resonance. Resonance as discussed earlier in the paper refers to the positive synchronous 

effect that occurs when two or more people are on the same emotional wavelength. 

Resonance encompasses the contagion effect that occurs when leaders who feel excited, 

enthusiastic, and energetic energize their followers (Norman et al., 2005), as well as the 

broaden and build theory of positive emotion in which positive emotions are fundamental 

components of optimal human functioning and provide a series of interrelated benefits 

that transform people for the better (Frederickson, 2001). 

In understanding the transfer between leaders and followers and individuals and 

groups, the role of emotions is essential. The emotional resonance that occurs between 

leaders and followers as well as members of high functioning teams is unmistakable. 

Through the combination of modeling, authentic dialogue, and resonance, leaders are 

126 
 



     

able to span the gap between their individual lives and the lives of followers, creating the 

opportunity for team learning and the free flow of information between groups.  

Trust  

Trust is vital to successfully connecting leaders to followers and groups to teams. 

It is proposed that trust is essential to the rational, emotional, and context components of 

transfer learning proposed previously. Trust is facilitated by the trustworthiness of the 

leader which creates a bond between leaders and followers. Evans (1996) notes that “trust 

is the essential link between leader and led… it is doubly important when organizations 

are seeking rapid improvement” (p. 185). S. M. R. Covey (2006) proposes that trust is a 

performance multiplier that allows higher levels of performance at faster speeds because 

high levels of trust “improves communication, collaboration, execution, innovation, 

strategy, engagement, partnering, and relationships with all stakeholders” (p.19). Trust is 

the result of a combination of character in the form of integrity (action in accordance with 

values and beliefs) and intent (our motives and agenda), as well as competence in the 

form of capabilities (abilities that inspire confidence in others), and results (our 

performance record).  

The emphasis on the importance of trust is consistent with the findings of Bryk 

and Schneider who found in an extensive longitudinal study in Chicago schools that 

relational trust was a key factor in performance gains and innovations that occurred at 

various schools. Trust gives professionals the confidence to experiment with new 

practices which is absolutely essential in a school change effort. In fact they state, 

“Relational trust is the connective tissue that binds individuals together to advance the 

education and welfare of students” (Bryk & Schneider, 2003, p. 44). 
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Trust has also been found to mediate the relationship between authentic 

leadership and performance. Authentic leadership engenders trust through leaders’ self-

awareness, relational transparency, internalized moral/ethical perspective, and balanced 

processing in decision making. A study conducted using a chain of retail clothing stores 

supports the premise that authentic leadership leads to greater trust in management and 

impacts organizational performance in positive ways (Clapp-Smith et al., 2009). 

Tschannen-Moran (2004) present powerful implications of trust, noting that the 

cost of violated trust can quickly destroy any change effort in schools and ensure that the 

transfer between leaders and followers does not occur. It is the primary responsibility of 

the principal to create trusting relationships with staff and stakeholders. Without trust 

constituencies will not go beyond minimum requirements and a shared vision is not 

possible. “Trustworthy leaders create a culture of trust in their buildings; this trust is at 

the heart of successful schools” (Milstein & Henry, 2008; p. 184). In addition, this trust is 

a necessary component for positive modeling. As Milstein and Henry (2008) note the 

“leader must support their words with appropriate actions. People believe in leaders who 

do what they say they will do” (p. 123). Murphy and Meyers (2008) recognized that 

turnaround principals lead by example, modeling the way, and trustworthiness and 

honesty were consistently hallmarks of their interactions. Trust is at the center of the 

transfer between leaders and followers and individuals and groups for good reason: 

without trust modeling, authentic dialogue, and resonance are false activities that will not 

lead to increased performance goals. Trust is the essential glue that connects leaders and 

followers by mediating all three transfer mechanisms.  
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Team Learning  

The ultimate test of leadership is in the creation of new, more productive 

behaviors as a result of organizational learning. The team learning loop is represented by 

four boxes and is labeled in Figure 1. Through teams schools can realize their innovative 

and adaptive capacity. Imants, Sleegers, and Witziers (2001) argue, “Organizational 

learning resides in the ability of the school to collectively process, understand, and apply 

new ideas about teaching and learning.” This requires courage and skill on the part of 

leadership as isolated learning contained within the individual is embedded in the 

organization’s culture independent of the original learners (Cardno, 2002).  

Despite the fact that team learning is a collaborative act, leaders serve as catalysts 

of learning through modeling which empowers the entire team to learn. Additionally, 

leaders must nurture and develop the team by encouraging shared perceptions, 

developing a common purpose, engaging in creative conflict, and focusing on both 

individual and team development (Cardno, 2002). At the core of teacher learning is 

engagement in social reflection for the purpose of feedback, communication, inquiry, and 

dialogue (Imants et al., 2001). The team learning cycle represented by four boxes in 

Figure 1 mirrors the learning cycle described for individuals; however, each component 

requires a group of people to undergo the learning together..  

Shared awareness  

A crucial first step in team learning is “shared awareness”; our experience is made 

real through the social verification of others. This shared aspect of reality is what allows 

objective reality to be reliable, valid, general, and predictable. It is the confirmation of 

our experience by others that achieves this phenomenon, and often this shared reality is 
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maintained across generations of individuals. It seems an individual’s grasp of reality is 

related to the extent to which it is shared with others. Therefore to understand reality, we 

must share it with others creating our objective truth (Messick, Kruglanski, & Simon, 

1999).  

Creating our objective truth has profound implications for leadership and schools 

because many times our shared reality contradicts organizational goals and values. The 

objective reality of what schools should be, how they should be organized, and how 

teachers practice their craft has tremendous limiting effects on what is possible in 

education. The role of leadership is to disturb the system by challenging shared views of 

reality and engaging in intellectual stimulation of followers to invite alternative views 

and possibilities that may better align with organizational goals. This may lead to re-

goaling as possibilities that were previously outside of awareness are consciously realized 

and pursued by the organization. Inviting people to “discover” the positive core of the 

organization and begin to build a shared reality built upon the highest values of the 

school will form the foundation of powerful school change.  

Collective capacity  

Collective capacity is the second step in the learning cycle. It is tied directly to the 

concept of collective efficacy which embodies the idea that a group “can solve the 

problems they face and improve their lives through unified effort” (Bandura, 1997a, p. 

35). Developing this sense of group efficacy is of paramount importance in creating the 

collective capacity in a school because it has a direct impact on the quality of outcomes 

for students in the form of increased learning across subjects as well as increased 

engagement (Goddard, Hoy, & Hoy, 2000; Ross & Gray, 2006; Ware & Kitsantas, 2007).  
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Teacher efficacy is the extent to which a teacher feels capable to help students 

learn. The self-efficacy of teachers is associated with positive learning outcomes because 

teachers with high self-efficacy are more likely to plan appropriate lessons, maintain 

instruction with difficult students, meet challenges with more persistence, search harder 

for resources and materials, exude optimism, and take personal responsibility for student 

success and failure (Ware & Kitsantas, 2007). Collective teacher efficacy refers to “the 

perceptions of teachers in a school that the efforts of the faculty as a whole will have a 

positive effect on students” (Goddard et al., 2000, p. 480). While individual teacher 

efficacy is in reference to his/her own ability to impact student learning, collective 

teacher efficacy refers to the individuals’ belief that the group can impact student 

learning.  

Schools with high collective teacher efficacy have higher student achievement 

just as teachers with high self-efficacy have students whose achievement is higher than 

with low-efficacy teachers. Additionally, schools with principals who engage in 

transformational leadership practices have higher teacher efficacy overall (Ross & Gray, 

2006). A crucial role for school leaders is the development of the collective efficacy of 

teachers. One of the ways a principal can contribute to the efficacy of teachers is through 

individual consideration- a commitment to supporting teachers and providing resources, 

believing in their capabilities, and challenging them to improve practice through realistic 

goal-setting (Ross & Gray, 2006; Ware & Kitsantas, 2007).  

Setting realistic goals is a key component of creating mastery experiences which 

is the most powerful factor in increasing self-efficacy (Bandura, 1997b). Principals are in 

a key position to influence teacher interpretations of what constitutes success using 

131 
 



     

achievement data and attributing outcomes to particular teacher behaviors. This accurate 

and timely feedback can prevent unrealistic negative or positive cycles that create over or 

under confidence. Instead, both failure and success can be seen as opportunities to 

identify what works and needs improvement (Ross & Gray, 2006).  

Principals are in a position to provide opportunities for teachers to experience the 

success of others vicariously. This occurs by observing other colleagues whose behavior 

is connected to quality student outcomes. By providing constructive feedback, 

appropriate models, and high quality professional development, the school principal can 

be a powerful force in cultivating the collective efficacy of the teaching staff to take 

responsibility for student learning and believe that their actions do make a difference for 

the students they serve.  

Shared vision  

Shared vision has been mentioned multiple times throughout this paper; however, 

its importance cannot be overstated. The key to shared vision is the recognition that it 

cannot be forced or mandated; it emerges from the consolidation and integration of strong 

personal visions and the realization that those personal visions can be subsumed in a 

larger organizational vision. The vision serves as a compass to maintain direction during 

difficult times. This strong collective purpose can help transform the difficult tasks in 

schools into creative acts. “Shared vision can become the heart of a learning 

organization” (Isaacson & Bamburg, 1992, p. 44).  

 The leader as a steward of the vision engages stakeholders to bring the dream to 

life by collectively designing the organization to reflect the emerging possibilities and 

shared ideal state that emerge as a result of exploring an organization’s collective 
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capacity. The leader engages in inspirational motivation and inspires hope by 

communicating desirable future states and demonstrating commitment to organizational 

goals. 

Collective action  

Collective action completes the team learning cycle. It is matched with the destiny 

phase of appreciative inquiry in which the system re-patterns based on the evolving 

mental models of participants as old thinking patterns are replaced with new ones that 

allow organizational actions to match desired results. People realize that they create the 

world in which they live, and with a powerful collective focus, they are able to enact that 

world together. The selection and incorporation of new ideas and practices during the 

collective action phase results in the reculturing of the organization (Fullan, 2001). 

 O'Reilly and Pfeffer (2000) in their review of eight exceptional companies offer 

powerful insight into how and why effective collective action occurs. The difference in 

these organizations from comparison companies is an exceptionally clear sense of 

purpose that extends to leaders and followers alike and the importance and dignity of 

their people. The values are embedded in the culture of these companies and reflected in 

the personal beliefs of leaders and followers. Espoused values are not sufficient to drive 

the success of these organizations. There is transparency and a commitment to sharing 

essential information with all relevant stakeholders so that action can be taken in 

response to this timely and crucial information. Most importantly, the companies moved 

beyond developing talent and building committed relationships; in addition, they 

organized so that the intellectual capital and energy of their employees could be used to 

directly impact business decisions and operations.  
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The essential role of the leader is to engage in idealized influence as he/she 

models the values and beliefs of the organization while organizing so that the team 

learning can be applied to maximize performance. There is an unreliable relationship 

between structure and improved performance precisely because far too often restructuring 

is done without changing the underlying beliefs of the individuals in the organization 

(Imants et al., 2001). Challenging these underlying beliefs requires leadership that is 

prepared to model the personal openness required for team learning and the willingness 

and knowledge to utilize team strengths. Additionally, leaders must be prepared to 

engage in confrontation, eliminate defensiveness, and communicate in effective dialogue. 

Leaders must support the review and development of team practices with the same 

vigilance as student outcomes. All too often there is high demand for accountability in 

schools and a low emphasis on team review and development (Cardno, 2002). Principals 

play a key role in the creation and maintenance of professional communities of practice 

where coordinated, interdependent collaboration occurs with a focus first and foremost on 

student learning (Imants et al., 2001). These communities of practice utilize the tools of 

reflective dialogue, a strong sense of collective purpose, and a commitment to productive 

team practices to overcome the defensive routines that so often shut down the team 

learning process (Cardno, 2002).  

Outcomes  

Expected outcomes of this model (See Figure 1) include increased student 

achievement as measured by any standardized testing measure whether local, state, or 

national. In addition, consistent with L. Smith (2008), measures of student well-being 

such as social and emotional growth, ability to work in teams, solve problems, and think 
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critically should also increase in schools where leadership is focused on individual and 

team learning.  

Beyond veritable external outcome measures, the expectation would also be that 

teacher job satisfaction, student satisfaction, attendance, staff commitment, and measures 

of overall well-being should be higher in schools that focus on the individual and team 

learning of each employee and transfer this learning through positive modeling, authentic 

dialogue, and resonance in a trusting relationship as opposed to schools where this model 

is violated.  Finally, the expectation would also be an increase in the overall 

psychological capital of leaders and followers as well as a more supportive, transparent, 

and strength-based organizational context. 

Limiting Factors 

The limiting factors identified in Figure 1 are critical considerations as to why the 

outcomes beyond expectations do not occur more frequently according to this model. 

These limiting factors are derived from the work of Argyris (1999), Scharmer (2009), and 

Senge (1990) as well as observations by Sparks (2007). The high leverage work in 

organizations has more to do with mitigating the limiting factors and defensive routines 

rather than increasing the behavior in the learning cycle. The assumption made here is 

that the limitations to organizational flourishing and results beyond expectations are not a 

direct result of physical, technical, or financial resources, but rather the psychologically 

devastating effects of powerlessness, unworthiness, unresolved conflict, discouragement, 

lack of clarity, defensiveness, isolation, dependency, hopelessness, and fear. These can be 

identified within individuals as the Voice of Judgment, Voice of Cynicism, and Voice of 

Fear that can permeate any change individually or organizationally. In fact, Hull (2010) 
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makes the argument that fear is our constant companion in any change process, and it is 

our relationship with this fear and our tools and capacities for dealing with it that allow 

for successfully navigating change and realizing the positive results on the other side.  

 These limiting factors can grind individual and team learning to a halt. Defensive 

routines as a result of threat or embarrassment are powerful barriers to learning. These 

limiting factors are ingrained in both individual and collective behavior (Cardno, 2002). 

The task of leadership and organizations is to maintain and create powerful buffers, 

structures, and protocols that free individuals from the devastating effects of these 

limiting factors so that they can pursue the powerful learning and achieve the exceptional 

results that occur in learning organizations where confronting reality, exploring 

possibilities, building capacity, and acting congruently are the norm.   

Organizational Context 

The importance of organizational context discussed earlier in this paper found that 

leader and follower development can be optimized in an organizational context that is 

transparent, energizing, intellectually-stimulating, and supportive of developing leaders 

and followers to their full potential (F. Luthans & Avolio, 2003). Hallinger (2005) makes 

the point that “it is virtually meaningless to study principal leadership without reference 

to the school context. The context of the school is a source of constraints, resources, and 

opportunities that the principal must understand and address in order to lead” (p. 234). 

However, beyond constraints, resources, and opportunities, the positive organizational 

context also takes on the role as a balancing force for the limiting factors. By creating a 

supportive, transparent, and strengths-based organizational context, the limiting factors 

are balanced and controlled allowing higher levels of learning and performance in the 
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organization. The opposite would also be true; in an unsupportive, deceitful, weakness-

based organization, issues like discouragement and unresolved conflict would thrive. 

Individuals would lack clarity in their roles, fear retribution, and be hesitant to take 

positive action on behalf of the organization without permission or instruction.  The result 

is the maintenance and perpetuation of structures and processes that get anywhere from 

poor to adequate results while the potential of the organization lies dormant beneath the 

defensive routines. 

Positive Psychological Capacities 

Positive psychological capital plays a critical role in effective leadership for 

positive organizational change. The capacities of hope, optimism, resilience, and self-

efficacy are critical inputs for the learning cycle. Psychological capital is an ideal starting 

place for empirical investigation because it mediates the effect of a positive 

organizational context, has a direct impact on individual learning and team learning, and 

directly mitigates the effects of limiting factors. Psychological capital is closely 

associated with performance beyond expectations and has the potential to be a 

developable asset in school leaders and staff resulting in greater authenticity which is a 

catalyst for both individual and team learning resulting in powerful positive change and 

performance beyond expectations.  

Authentic Leadership 

Authentic leadership is the heart of this conceptual framework. Authentic 

leadership through self-awareness and balanced processing provides the precursors to 

individual and organizational learning. Authentic leaders’ internalized moral perspective 

results in congruent action which is critical to positive modeling and transfer to 
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organizational learning. Relational transparency has a direct impact on the resonance and 

emotional connection that will lead to organizational learning. In addition, authentic 

leaders are uniquely able to promote authentic dialogue within and across an organization 

and create relationships founded on trust which are critical components of true 

organizational learning and facilitates the double-loop learning necessary to overcome the 

educational challenges ahead.  

Summary 

The model presented in Figure 1 connects authentic leadership and 

transformational leadership in schools by connecting leaders and followers in a process of 

individual and team learning. This model is consistent with systems thinking, brain-based 

learning, as well as living systems theory. The model is built using a positive 

psychological lens focused on factors that are related to flourishing and excellence while 

connecting directly to literature on principal effectiveness. The positive outcomes 

presented are consistent with empirical work in positive leadership including 

transformational and authentic leadership. Finally the relevant implications of a positive 

organizational context and the psychological capital of individuals provide insight and 

possibility into high leverage areas that could translate into real performance gains for 

schools and other organizations alike.   
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CHAPTER 2C. LITERATURE REVIEW – RELEVANT RESEARCH 

The chapter reviews empirical research first examining principal effectiveness 

research as it relates to the conceptual framework in the areas of building capacity, 

increasing awareness of reality, cultivating vision, and the essential role of psychological 

capital in principals. This is followed by a review of psychological capital and its 

relationship to positive school and organizational outcomes. Finally, psychological 

capital is empirically linked to leadership and change. The chapter concludes with a call 

to empirically test the relationship between psychological capital and authentic leadership 

with regard to school principals.  

Effective Principal Leadership  

Looking across multiple authors on school effectiveness, Wayne K. Hoy and 

Miskel (2001) identify principal leadership consistently as a factor in effective schools. 

Three major leadership roles are identified for principals: (a) administration, including 

policies and procedures, resource management, and professional development; (b) 

mediation, enhancing communication and buffering the teaching and learning process 

from the outside environment; (c) leadership, working towards a clear vision to guide the 

school. 

Snowden and Gorton (2002) summarize elements of an organizational culture that 

best supports effective teaching and learning. While the findings are tentative, they 

provide valuable insight as to the direction a school leader should move. Four major 

factors are identified: (a) academic effort and achievement are emphasized, the school 

promotes effort and excellence in the school culture; (b) belief that all students can 

achieve, teachers’ attitudes toward their students support and reinforce the idea that 
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students are capable learners; (c) ongoing faculty development and innovation occurs, 

teachers help one another become more effective and experiment with new approaches to 

improve; (d) a safe and orderly learning environment is maintained, learning occurs as a 

result of the safe and orderly functioning of the school.  

In a major review of 32 empirical studies looking at the impact of 

transformational leadership on school performance outcomes between 1996 and 2005, 

Leithwood and Jantzi (2005) concluded that transformational school leadership has 

significant positive effects on student achievement. Additional evidence shows that 

transformational leadership has positive effects on students’ engagement in school. 

Leithwood (1992) also notes that the collective action generated by transformational 

leadership creates hope, optimism, and energy among followers and leaders. 

Transformational leadership “provides the incentive for people to attempt improvements 

in their practices” (p. 9). It is this collective motivation and action toward improved 

practice that yields the exceptional results that we desperately need in schools; the 

underlying source of positive change may well stem from transformational leadership 

behaviors.  

Hallinger (2005) brings together evidence from multiple extensive reviews 

describing instructional leadership as a key construct. He found that the principal’s 

greatest impact came as a result of shaping the school’s mission and focusing staff and 

students on pursuing clearly articulated goals. Additional critical factors for effective 

leadership identified by Hallinger include fostering the continuous improvement of the 

school, focusing on the continuous development of the staff, developing a climate of high 

expectations, monitoring student learning outcomes, shaping the reward structure of the 
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school, and being a visible presence who models the desired values of the culture. 

Hallinger goes on to argue that part of the challenge of leadership is the impossibility of 

doing it all alone and the need to develop other leaders within the school. Leadership is 

context dependent and is both an input and output in the functioning of a school.  

Additionally, there is a massive amount of research that has generated numerous 

lists of principal behaviors that have a positive impact on student achievement with an 

emphasis on instructional and transformational leadership (Day, 2005; Hallinger, 2005; 

Leithwood & Jantzi, 2005; Marzano et al., 2005; McClay & Brown, 2001; McEwan, 

2003; O'Hanlon & Clifton, 2004). Lists of effective principal behaviors have also been 

generated in studies focused on teacher perceptions of effective principals (Blase & 

Kirby, 2000; A. Harris, Day, & Hadfield, 2003). Another method of discerning the 

impact of principal leaders has been in-depth interviews with effective principals (Day, 

2005; McClay & Brown, 2001; O'Hanlon & Clifton, 2004), and there have been a 

number of studies conducted by first identifying high performing schools and then 

interviewing those principals who made substantial differences (Gray & Streshly, 2008; 

L. Smith, 2008; "Why some schools with Latino children beat the odds and others don't," 

2006). Principal behaviors that focus on the leadership dimensions of the position as 

opposed to the day-to-day management of the school with an emphasis on principal 

behaviors that are associated with performance beyond expectations are emphasized in 

this review.  

In synthesizing the literature reviewed on principal effectiveness, the findings are 

organized into four concepts that are closely related to the constructs identified in the 
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theoretical framework presented in the previous section regarding transformational 

leadership (Bass, 1998) and systems thinking (Senge, 1990). These constructs are  

1. Capacity building. Principals utilize characteristics and engage in behaviors that 

are related to personal mastery and individual consideration as they develop 

themselves and their staff in preparation for greater challenges. 

2. Increasing awareness of reality. Principals are emphasizing the exploration of 

mental models and provide intellectual stimulation consistent with 

transformational leadership. This is manifested in confronting the “brutal facts” 

(Collins, 2001) considering what is possible in addition to what is, and 

acknowledging current performance levels and what needs to be done. 

3. Cultivating the vision. The principal’s clarity of his/her personal vision, values, 

and beliefs serve to develop a shared vision and cultivates a common sense of 

purpose and direction among school staff. This is promoted through the 

inspirational motivation of the transformational leader who provides hope and 

inspiration toward a desired future state. 

4. Congruent action. The idealized influence and modeling of the principal as he/she 

engages in aligned behaviors consistent with the mission and values of the 

organization. This also captures the idea of team learning as members of the team 

collectively enact the mission of the organization as they move toward a desired 

state.   

Building Capacity 

O'Hanlon and Clifton (2004) through their intensive interviews with effective 

principals determined that the positive principal’s work and style creates an atmosphere 

142 
 



     

that is conducive to growth. These principals are compassionate, loving, and caring while 

holding high expectations. “Effective principals believe you cannot separate the learner 

from the whole person. You have to be interested in both. You have to develop both” (p. 

37). It is this development of individuals that drives the principals as they strive to serve 

by supporting and providing resources to students and staff that will help them succeed. 

Effective principals understand the importance of building people. They focus on what a 

person can do and the strengths that they offer and build on those strengths to accomplish 

more. Multiple studies emphasize the need for principals to focus on increasing the 

motivation and efficacy of teachers, the role of teachers as a school’s most important 

asset, and the role of leadership to encourage and motivate others by building on 

strengths (Day, 2005; Day, Harris, & Hadfield, 2001; A. Harris et al., 2003; McClay & 

Brown, 2001).  

In a study that examined the leadership practices of secondary and middle school 

principals, Leech and Fulton (2002) found that based on the principal’s self-report using 

Kouzes and Posner’s Leadership Practices Inventory, the least reported practice by 

principals was encouraging the heart. The authors note, “Although reported as the least 

practiced by principals, this notion of encouraging the heart may be one of the most 

important functions of leadership. Teachers and students have a strong need to be 

continually motivated to improve their performance and achievement” (p. 11). Principals 

must take on the role of supporter and promoter to overcome the tremendous obstacles 

that confront education today.  

A massive meta-analysis conducted by Marzano et al. (2005) revealed 21 

responsibilities of leaders that were tied directly to student achievement. Several of these 
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behaviors are connected to developing the capacity of staff and students including (a) 

visibility, continually interacting with teachers, staff, parents, and students providing a 

professional support system; (b) relationships, knowing what is happening in the personal 

lives of students and staff and providing individual consideration to many stakeholders in 

the school; (c) discipline, protecting teachers from undue distraction so that they can 

work on the critical role of teaching and learning; and (d) input, the leader involves the 

teachers in the design and implementation of important aspects of the school.   

In Gray and Streshly’s (2008) review of superstar principles, using a model 

similar to that used by Jim Collins’ (2001) work on organizations that went from good to 

great, they found that a primary capacity of these principals was their effectiveness in 

building relationships with staff and students. This capacity was not identified in the 

Collins’ study which focused on private sector business in the book Good to Great. The 

capacity to build relationships underlies all other work in the school and is crucial to the 

development of teachers and students alike. As L. Smith (2008) noted, principals in 

schools that effectively changed created a cascade of leadership that creates leaders 

throughout the organization. All eight principals in the study were “creating schools that 

dedicated themselves to the growth and achievements of the students and adults, schools 

that unleashed the creative energies of all” (p. 262). 

 In addition to building the capacity of others, effective principals must also be 

capable of building capacity in themselves. This capacity is frequently related to the 

reflective capability of the leaders and their ability to learn and grow by contemplating 

experience. Reeves (2006) notes that “reflective leaders take time to think about the 

lessons learned, record their small wins and setbacks, document conflicts between values 
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and practice… and notice trends that emerge over time” (p. 49). This is supported by 

Day’s (2000) work which studied twelve effective principals in depth and found that all 

twelve engaged in at least five types of reflective practice focusing on (a) holistic, vision 

and culture building; (b) pedagogical, effective teaching and achievement of high results 

by staff; (c) interpersonal, nurturing and supporting stakeholders; (d) strategic, 

intelligence gathering and networking; and (e) intrapersonal, self-knowledge and 

development. Day (2000) goes on to argue, “Effective leadership is as much about 

developing the self as it is about capacity building in others and such effective leadership 

requires an intelligent head and an intelligent heart” (p. 123). Reflection is a critical 

component of effective leadership as it allows the leader to manage complexity and 

nurtures critical thinking and emotional intelligence. Perhaps most importantly, reflective 

practice consistently leads to innovation. Reflection enables individuals to consider and 

reconsider how they do things, which leads to new and better ways of acting (Lambert, 

1998).  

Duignan (1997) asserts that authentic leaders earn the allegiance of others through 

trust and are focused on people building as opposed to “people using.” Duignan (1997) 

also argues that awareness of self is a pre-requisite for leading others forward toward a 

school’s vision. W. L. Gardner et al. (2005) have further stated that “authenticity, and 

hence authentic leadership requires heightened levels of self-awareness.” In a mixed 

methods study, Hofman (2008) found that CEO’s who used a conscious-authentic 

leadership approach in the workplace had a positive effect on organizational 

commitment, intent to quit, and alignment of organizational values. A primary act of 

leadership seems to be building individual capacity such that a leader acquires heightened 
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levels of self-awareness so that a leader can deploy his/her authentic self in the interest of 

uplifting the organization through practices that are morally and ethically sound 

(Duignan, 1997).  

Increasing Awareness of Reality 

Confronting the reality of the American school system is to acknowledge the fact 

that schools were designed as sorting machines with a small number of college educated 

citizens; the system has never educated all or even most children to the level of college 

readiness. The system was constructed perfectly to get the results that it currently does, 

and because of the profound changes in the global economy, the children pay a terrible 

price for this outdated model of reality as they cannot compete for the occupations that 

will allow them to maintain the standard of living that their parents enjoyed (Wagner et 

al., 2006). Schlechty (2005) argues that a massive paradigm shift is needed in education 

to move us from a system of attendance and compliance to a system of commitment and 

engagement, and this will entail major changes in the social systems of schools. 

Challenging the basic premises of what we have come to accept for our students seems to 

be a crucial component of moving schools forward. Marshall (2006) states this 

powerfully as she notes, “Finishing a course and a textbook has come to mean 

achievement. Listening to a lecture has come to mean understanding. Getting a high score 

on a standardized test has come to mean proficiency. Credentialing has come to mean 

competence” (p. xiii). She goes on to say that how we learn and how we shape our minds 

will shape our world, and our current system of schooling is thought to be the 

unquestioned answer to educating our children. Only leaders who are willing to gain a 
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greater awareness of reality will be able to create a vision around more powerful models 

that generate the results beyond expectations that must be realized for all students.  

The type of thinking that creates models of what the world might be instead of 

being stuck in current reality, was described by Martin (2007) who spent fifteen years 

studying leaders with exemplary success records. He found that these leaders’ approach 

to problems and their understanding of reality was markedly different from traditional 

thinking. Specifically these leaders considered more aspects of a problem important; they 

looked at multidirectional and non-linear causality, visualized the whole while working 

on the parts, and continuously sought creative resolutions of tensions between competing 

mental models. These leaders refused to accept existing models as being equivalent to 

reality and recognized that there was always space for a better model. In addition, these 

leaders had the intelligence and fortitude to pursue this better model despite time, 

pressure and complexity.  

There are three tools that Martin (2007) identified at the heart of these leadership 

practices:  

1. Generative reasoning, which is a form of reasoning that, inquires into what might 

be as opposed to what is. Generative reasoning is crucial to the creation of novel 

solutions to recalcitrant problems. At its core, generative reasoning attempts to 

find the best model given novel data that doesn’t fit existing models.  

2.  Causal modeling, which requires a leader to take a broader view of a problem 

taking into account systems and feedback as they operate by looking at the whole 

and dynamics of the interacting parts.  
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3. Assertive inquiry, which is the sincere search to see the other person’s point of 

view and to discover the salient causal components of competing mental models. 

These tools provide a powerful framework for a principal to inquire into his/her 

current reality and challenge basic assumptions and models that may be blocking 

the optimum performance of the school.  

In the book Influencer: The power to change anything (K. Patterson, Grenny, 

Maxfield, McMillan, & Switzler, 2008), the authors state that people are thinking 

machines who engage in behavior because of the results that they believe will occur; 

therefore, changing behavior requires changing maps of cause and effect. This is 

particularly important because “many thoughts are incomplete or inaccurate, leading 

people to the disastrous, unhealthy, and inconvenient behaviors that are causing some of 

the problems they currently experience” (p. 49). Two key beliefs that must be altered to 

achieve new behavior is believing it is worth it to change the behavior and believing that 

changing the behavior is possible. Part of the essential work of the principal is identifying 

these high leverage behaviors as they relate to student learning, and then convincing 

everyone in the organization that it is worth changing, and they are capable of changing.  

A characteristic of effective principals in many different studies was his/her belief 

that all students can learn at high levels and those high expectations existed for staff as 

well as students. High expectations manifest themselves as cultures of continuous 

improvement (Blase & Kirby, 2000; Hallinger, 2005). Lambert (1998) noted that high 

leadership capacity schools encourage inquiry-based use of information to guide 

decisions and practice. Generating shared knowledge becomes the energy force of the 

school. Teachers, principals, students and parents examine data to find answers and pose 
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new questions. This focus on deepening stakeholders’ knowledge of reality leads to 

strategic planning that is flexible, contextual, and smart (L. Smith, 2008).  

Effective principals also seemed to understand the non-linear and difficult nature 

of the change process (L. Smith, 2008). Gaziel (2003) found in a mixed methods study 

that principals use multiple frames such as the political, human-resources, structural, and 

symbolic to meet the complex and dynamic demands of their leadership role. Different 

frames applied to different situations yielded different levels of effectiveness 

demonstrating that principals must be acutely aware of the context of their situation and 

apply the best mental model to achieve their desired results.  

Marzano et al. (2005) list multiple responsibilities of leaders that tie directly to a 

deepening awareness of reality in particular, the responsibility of situational awareness 

which is the most highly correlated of all the responsibilities of leadership. This 

responsibility involves the leader being aware of issues at the school before they surface 

and addressing them in a proactive manner. This is anticipatory leadership where the 

leader is aware of the emerging crises and honestly appraises the current situation. This is 

closely related to confronting the brutal facts and the observation that effective principals 

met difficulties with unwavering resolve and were able to move beyond the difficulties as 

compared to other principals who allowed the difficulty to become a block to realizing 

the schools’ goals (Gray & Streshly, 2008). 

Additional responsibilities identified by Marzano et al. (2005) that are related to 

increasing awareness of reality and are specifically related to profound change in schools 

include intellectual stimulation, change agent, and knowledge of curriculum and 

instruction. The role of change agent manifests itself as upsetting the school’s 
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equilibrium, challenging the wisdom of unexamined practices, and disturbing the system. 

This must be done with tremendous knowledge of curriculum and instruction so that the 

disruptions and subsequent reorganizations are occurring in high leverage teacher and 

staff behaviors that will make a difference in student learning. Additionally, through 

intellectual stimulation a leader pushes the mental models of staff to be current with the 

very best research and practice in effective schooling and addresses the challenge of how 

best to prepare students for their futures.  

Cultivating Vision  

The literature on effective principals is saturated with the importance of vision 

and the key role that the principal plays. Reeves (2006) states, “The first obligations of 

leadership are articulating a compelling vision and linking clear standards of action that 

will accomplish the vision” (p. 34). O'Hanlon and Clifton (2004) recognized that vision 

begins with the principal’s beliefs, and vision drives the work of an effective principal. 

Keeping a school focused on the vision is a crucial asset of an effective principal. The 

principal keeps the vision visible in the form of cultural artifacts, school communications, 

staff meetings, and guest speakers all mindfully designed to promote the vision. Leaders 

promote a future state that appeals to followers and create a shared sense of direction and 

shared goals (Leithwood & Jantzi, 2005). Principals build a sense of community by 

maintaining continuity and purpose through sustained narratives that focus on long term 

goals (Day, 2005). It is this shared sense of purpose with clear goals centered on student 

learning that becomes the driving force in school success (Hallinger, 2005). The vision is 

not static; it is built year to year. “What is wanted is a collective vision that evolves from 
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year to year as the group becomes more and more vision centered” (O'Hanlon & Clifton, 

2004, p. 34).  

In reviewing the 21 responsibilities of leaders (Marzano et al., 2005), there are 

several responsibilities that seem to be linked directly with cultivating a vision. Fostering 

a school culture that affects student achievement is a strong theme. Specific behaviors 

associated with this theme include promoting cohesion among staff, developing a shared 

purpose among staff, and developing a shared vision of what the school could be like. 

This is closely related to “focus” which involves continually keeping attention on 

established goals as well as “ideals/beliefs” in which the leader has well-defined beliefs 

about school, teaching, and learning and shares those beliefs with the staff.  

Shared vision results in coherence throughout the school as stakeholders reflect 

on their core values and weave those values into a shared vision to which all can commit. 

All members of the community are continually guided by the connection between their 

behavior and how their behavior impacts the vision (Lambert, 1998). This leads to a 

culture of discipline where staff takes responsibility for the achievement of every child in 

the school and eliminates excuses ("Why some schools with Latino children beat the odds 

and others don't," 2006). This culture of discipline manifests when school leaders 

passionately focus on the areas in which their schools and teachers excel and have a 

knowledge of what drives the educational engines of their schools (Gray & Streshly, 

2008).  

L. Smith (2008) asserts that leaders lead change because there is nothing else to 

lead. Effective leaders keep us moving beyond current conditions and take people where 

they wouldn’t go on their own. Leaders are not simply managers of the status quo. The 
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teachers in eight award-winning schools focused on teaching, learning, and student 

success. They did not accept failure. The principals created a new vision that reflected 

what their schools could become by understanding the change process and creating a 

research-based learning community. The principals were strategic, knew how to build 

relationships, and could communicate powerful messages that empowered others. 

Additionally these principals had the courage to do what had to be done as a result of 

their clear values and vision. They focused on student success which included social and 

emotional growth, the ability to work in teams, solve problems, and think critically, as 

well as an understanding of social justice. These principals focused on richer outcomes 

than simply student achievement (L. Smith, 2008). This is consistent with Hargreaves 

and Fink’s (2006) assertion that “the central sustainable purpose of education is deep and 

broad learning; this is everyone’s entitlement. Deep learning is often also slow learning- 

critical, penetrative, thoughtful, and ruminative” (p. 53). Without a clear vision by 

principals committed to the deeper learning of students, it is easy to substitute surface 

learning and short-term achievement gains for the learning required by students to 

succeed in the 21st century. In the absence of a compelling vision, schools will continue 

to pursue explicit narrow learning where the right answer is marked on the page rather 

than generative learning in which the answer has yet to be designed.  

Congruent Action 

Building capacity, deepening our awareness of reality, and cultivating a powerful 

vision mean very little if they are not acted upon in a meaningful way on a regular basis. 

As Peter Senge noted, “Real governing ideas must be married to processes and norms 

that enable people to live the organization’s values and purpose” (Senge et al., 2005, p. 
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169). Synthesizing multiple studies of principal effectiveness reveals three behavioral 

themes. The first is the role of the leader to create positive feedback, celebration, and 

rewards contingent upon desired behavior. The second is the principal’s involvement in 

monitoring and evaluating curriculum, instruction, and assessment as the core of the 

organization. And the third is the principal’s role as a model for staff and students and 

being the first to live congruently and enact the values of the organization.  

The first of these behaviors can be summarized as the power of praise. Marzano et 

al. (2005) refer to this as “affirmation,” loosely defined as the extent to which a leader 

recognizes and celebrates school achievements. Affirmation requires an awareness of 

reality as to the successes and failures that a school has undergone and a willingness to 

directly address performance. O'Hanlon and Clifton (2004) found that through 

celebration the principal recognizes the best in students and staff and helps them see it as 

well. This creates a culture that moves people toward the vision and causes them to seek 

higher performance. Principals build on success with an emphasis on celebration 

designed to teach and reinforce desired behaviors and create a positive work climate. This 

is consistent with Blase and Kirby (2000) who found that praising teachers was perceived 

by teachers as the most effective strategy to increase performance. Marzano et al. (2005) 

noted that principals who used hard work and results as the basis for reward and 

recognition have a positive impact on student achievement. Hallinger (2005) asserts that 

principals have the capacity to shape the reward structure of the school to reflect the 

school’s mission, and this is a critical component of instructional leadership.  A key 

component of effective principal leadership is the active selection and reinforcement of 
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positive behaviors in a school for the purpose of shaping a positive culture that supports 

quality teaching and learning.  

The second major category of congruent action for principal leaders is the active 

monitoring, evaluating, and coordinating of curriculum, instruction, and assessment 

(Hallinger, 2005; Marzano et al., 2005). In schools with high leadership capacity, the 

principal and teachers, as well as many parents and students participate together as 

mutual learners and leaders in study groups, action research teams, vertical learning 

communities, and learning-focused staff meetings. Together they reflect, discuss, 

analyze, plan, and act. Roles and actions in these schools reflect broad involvement, 

collaboration, and collective responsibility. Participants engage in collaborative work 

across grade levels through reflection, dialogue, and inquiry. This work demonstrates that 

school leaders share responsibility for the learning of all students and adults in the school 

(Lambert, 1998). In addition, principals continuously monitor the effectiveness of 

curricular, instructional, and assessment practices (Marzano et al., 2005). Continuous 

learning is at the heart of the school, and the assumption that teachers already know what 

to do and are experts or masters is not made. Instead, continuous improvement is the 

norm, and the expectation is that collectively the staff can achieve better results (L. 

Smith, 2008). “The school principal is often the catalyst for launching a PLC, and for the 

staff’s development into a way of working collaboratively, sharing expertise, wisdom, 

and craft knowledge with colleagues” (Hord & Sommers, 2008, p. 21). The role of the 

principal in moving effective instructional practices into the main stream and 

continuously improving all staff members is achieved by monitoring the results of current 
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practices, challenging staff to utilize best practices, and discovering better practices in the 

pursuit of outstanding results.  

The third congruent action is modeling. At the core of high expectations is the 

role of the principal as a model of the values and expectations of the organization. 

“Effective principals consistently model appropriate behavior. They place themselves on 

exhibit as a portfolio of one, an image for others to emulate” (Blase & Kirby, 2000, p. 

34). The principal is a visible presence in the school, modeling the values and behaviors 

of the underlying mission of the school (Hallinger, 2005). The principal matches his/her 

words and deeds while maintaining a fierce commitment to a course of action that will 

lead to the enactment of the school vision (Day et al., 2001). The principals encourage 

staff to aim as high as possible by setting a personal example that reflects this end 

(McClay & Brown, 2001).  

Hord and Sommers (2008) assert that the principal is the primary learning model 

of the school. Where the leader spends his/her time, what he/she talks about, and what 

he/she does is of critical importance to the effective functioning of the school. “Principals 

enact their expectations for teacher performance through their own behavior” (Blase & 

Kirby, 2000, p. 112). Unwavering resolve- the commitment to do whatever it takes to 

make the school great is modeled consistently by effective principals (Gray & Streshly, 

2008). These principals are seen as continuously pushing ahead, refusing to let road 

blocks stand in the way of school success ("Why some schools with Latino children beat 

the odds and others don't," 2006). The modeling behavior of the principal is of paramount 

importance in moving a school forward, in creating effective change, and in realizing 

substantive increases in student learning.  
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Psychological Capital 

In addition to the four major categories of effective principal practices listed 

above, there was clearly a fifth dimension in the effective principal literature that is 

indicative of self-efficacy, hope, resilience, and optimism and therefore can only 

appropriately be labeled as principals’ psychological capital. Effective principals have 

confidence that they can do the job and believe that they can make a difference in their 

schools. This is coupled with a powerful belief that there is an answer to every problem, 

and that through their work with others, they will come up with solutions. These 

principals believe that there is always a better way to do things and specialize in creating 

hope and aspirations for a positive future among staff and students. In addition, nothing 

stands in the way of students’ learning as these principals bounce back from adversity 

and find strength in their commitment to serve others in their leadership role. Effective 

principals are confident, resilient, optimistic, and hopeful, infecting others with a positive 

outlook and maintaining high visibility in their school (O'Hanlon & Clifton, 2004). 

As a result of working for effective principals, teachers report positive effects on 

their thinking, attitudes, and behavior. Specifically, enhanced self-esteem and confidence, 

greater sensitivity to student needs, job satisfaction, commitment and loyalty, flexibility, 

creativity, and improved faculty morale are all impacted in a positive way by effective 

principals (Blase & Kirby, 2000).  

Murphy and Meyers (2008) found that the characteristics of turnaround leaders 

include remarkably optimistic and positive outlooks. They believe that anything is 

possible and radiate hope and endurance. The optimism of the leaders is based on their 

personal enthusiasm and confidence that instills confidence in others around them. The 
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ability to handle failure and remain flexible and adaptable in the face of adversity is 

apparent in their courage, persistence, and fearlessness. Additionally, these principals 

exercise “waypower” and are willing to change strategy in pursuit of a goal.  

 L. Smith (2008) found that effective principals shared the characteristic of 

courage in that they did not waiver in the face of obstacles or opposition. These principals 

were creative non-compliers who refused to be limited by the system and instead found 

ways to unleash the innate creativity at their schools. They were characterized by their 

moral resolve to complete the tasks before them. Marzano et al. (2005) maintain that 

effective principals are optimizers, referring to the fact that these leaders inspire others 

which provides the driving motivation behind major change initiatives. Through the 

leader’s positive attitude and belief in hopeful future states, followers are moved to 

positive action in support of school excellence.  

 Any conception of principals’ effectiveness must include an understanding of 

their psychological capital which seems inherent in effective leadership as does the 

transmission of psychological capital among followers given its powerful motivating 

effect and critical nature in effecting positive change. It seems that the confidence, hope, 

resilience, and optimism of the leaders permeates every aspect of their leadership practice 

and permeates the well-being and commitment of those around them.  

Summary 

A comprehensive review of principal leadership practices that have a positive 

impact on student and teacher performance suggests that by focusing on four constructs 

principal leaders can have a dramatic and positive impact on their school’s performance 

by building capacity, increasing awareness of reality, cultivating vision, and engaging in 
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congruent action. In addition, the literature suggests that effective principals embody 

positive organizational behaviors such as optimism, hope, resilience, and self-efficacy.  

This literature provides rich support for the preceding conceptual framework and 

warrants further investigation into psychological capital and authentic leadership with 

regard to positive organizational change when present in principal leadership.  

Psychological Capital and Performance 

This section of the paper will explore the relationship of positive psychological 

capacities identified as self-efficacy, hope, resilience, and optimism to performance in 

schools and organizations. Additionally, the relationship between leadership and 

psychological capital will be examined as well as implications for leadership practice and 

empirical testing.  

Efficacy 

The performance impact of self-efficacy in multiple domains is well documented 

in the literature. As noted by Staijkovic and Luthans (1998), two decades of empirical 

research has determined a positive relationship between self-efficacy and both 

motivational and behavioral outcomes. In a massive meta-analysis reviewing 114 studies 

that encompassed 21,616 subjects, the authors determined that overall self-efficacy is 

strongly and positively related to work performance. Employees with high self-efficacy 

were rated higher on job performance evaluations, rated themselves higher on overall job 

performance, and achieved higher productivity as indicated by objective outcome 

measures.  

The self-efficacy of teachers is also strongly and positively related to student 

achievement. A teacher’s belief that he/she is capable of bringing about student 
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engagement and learning has a significant impact on student learning, positive classroom 

environment, teacher persistence, teacher planning and organization, student support, 

teacher effort, and the level of aspiration of students and teacher alike (Kurz & Knight, 

2004; Tschannen-Moran & Hoy, 2001). These classrooms are typically characterized by 

engaged students, actively thinking, collaborating effectively, and contributing 

productively to a global society. 

Given the performance impact of teacher self-efficacy on student achievement, 

research has also focused on principal self-efficacy defined as “a judgment of his or her 

capabilities to structure a particular course of action in order to produce desired outcomes 

in the school he or she leads” (Tschannen-Moran & Gareis, 2004, p. 575). The authors 

developed an instrument to measure principal self-efficacy and found that it was 

significantly correlated to trust in teachers and trust in students and parents. They also 

found that principal self-efficacy was negatively related to work alienation. The authors 

argue that it is not enough to hire capable principals; the principals must also have belief 

in their capacity to effect change and meet the challenges of their position. These efficacy 

beliefs have an impact on the effort and persistence principals put forth in their daily 

work and the performance of the school overall (Tschannen-Moran & Gareis, 2004). 

Consistent with the conceptual framework presented in Figure 1, there is also 

empirical support for the construct of collective efficacy in both schools as well as other 

organizations. Bandura (2000) notes that collective efficacy is derived from people acting 

in coordinated ways in alignment with shared beliefs. Collective efficacy influences the 

type of future group members will seek to achieve through their collective action, plays a 

role in determining how resources are used, dictates the amount of effort expended 

159 
 



     

toward the accomplishment of groups’ tasks, and influences the willingness of a group to 

persist when things don’t go well. The findings taken as a whole show those groups with 

higher perceived collective efficacy have higher performance accomplishments.  

Empirical results derived by Walumbwa, Wang, Lawler, and Shi (2004) in a study 

looking at the relationship between transformational leadership and collective efficacy 

among 402 employees from the banking and finance sectors of China and India found 

that enhancing collective efficacy enhances positive outcomes and is beneficial for 

organizations. Collective efficacy was found to be a full and partial mediator between 

transformational leadership and work outcomes. Collective efficacy fully mediated the 

relationship between transformational leadership and withdrawal behaviors and was a 

partial mediator for work attitudes. In a clinical experiment examining group behaviors 

under contrived conditions, Hoyt, Halverson, Murphy, and Watson (2003) found that 

leaders’ self-efficacy predicted leaders’ collective efficacy, and leaders’ collective 

efficacy predicted followers’ collective efficacy which in turn predicted group 

performance. This is highly consistent with the model proposed in Figure 1 in which 

performance comes as a result of psychological capital inputs, individual learning, and 

ultimately team learning systems.  

Collective teacher efficacy is a significant predictor of student achievement in 

both mathematics and reading achievement. In fact, collective efficacy effects were 

greater in magnitude than any demographic control factors making the belief that the 

effort of faculty will have a positive impact on students more powerful than socio-

economic status (Goddard et al., 2000). The shared beliefs of the school shape the 

normative environment of the school, and this shared vision is a powerful predictor of 
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collective teacher efficacy (Kurz & Knight, 2004). Teachers are more likely to act 

purposefully to enhance student learning because of their collective agency which 

enables them to pursue educational goals, self-regulate in the monitoring and selection of 

goals, and collectively commit to shared organizational goals (Goddard et al., 2000; Kurz 

& Knight, 2004).  

Using a comparative case-study design, Hipp (1997) examined leadership 

behaviors across three middle schools ranging from low to high on teacher self-efficacy. 

Hipp found ten leadership behaviors including modeling, belief in teacher capacity, 

inspiring group purpose, promoting teacher empowerment, providing support, 

recognizing efforts, and encouraging innovation and continual growth to be associated 

with enhancing the collective capacity of staff. Leadership at the high-efficacy school 

consolidated individual interests into a focused common vision and elevated teaching 

performance. The direct modeling of principal behaviors influenced teachers’ work and 

its outcomes. Through the development and nurturing of supportive relationships, 

teachers developed an extreme sense of pride in their work and in their students. This had 

a powerful effect on teachers’ general sense of efficacy and the beliefs that teachers held 

regarding what they could accomplish collectively.  

Hope 

Like efficacy, hope has substantial empirical support for performance impact. In 

an exploratory study by S. J. Peterson and Luthans (2003), they found that high hope 

managers in the fast food industry had a positive impact on desirable work outcomes 

including better profits, better retention, and more satisfied employees. Another study by 

S. J. Peterson and Byron (2008) examined the impact of hope on job performance in 
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multiple job settings including retail sales workers, mortgage brokers, and management 

executives. After controlling for cognitive ability and self-efficacy, hope was found to be 

significantly correlated to job performance and contributed a significant amount of 

incremental variance beyond cognitive ability and self-efficacy.  

The impact of hope on performance is supported theoretically based on the belief 

that high hope individuals demonstrate higher motivation “willpower” in pursuit of goals 

as well as generating more viable solutions “waypower” to accomplish the task. This was 

tested empirically in a laboratory setting by S. J. Peterson and Byron (2008) when they 

found that high hope individuals generated more solutions and higher quality solutions to 

a work-related problem. This suggests that high hope individuals approach problems 

differently than less hopeful people as they identify multiple pathways to a goal and work 

harder to achieve this end.  

A great deal of work with students and athletes has also been conducted to 

examine the effects of hope on performance (Curry et al., 1997; S. J. Peterson, Gerhardt, 

& Rode, 2006; Snyder et al., 2003). Hope scores for athletes significantly predicted 

performance beyond natural ability, and hope predicted academic achievement measures 

beyond cumulative grade point average (Curry et al., 1997). S. J. Peterson et al. (2006) 

found that learning goal orientations where the primary concern is mastery of a subject as 

opposed to performance goals where the primary concern is demonstrating superior 

performance to others predicted trait hope in graduate students. Additionally measures of 

state hope mediated the relationship between trait hope and task performance. The 

authors posit that the belief that ability is malleable and can increase as a result of effort 

over time leads to the attainment of more difficult goals. The authors also found that high 
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hope subjects focus on factors under their control in meeting their goals. S. J. Peterson et 

al. (2006) also found that negative verbal persuasion could reduce state hope (malleable 

and open to development), while positive verbal persuasion did not increase state hope. 

This may indicate that words alone may not be enough to positively impact state hope, 

and individuals may require modeling of strategies and alternative routes to overcome 

barriers in order to increase their state hope scores.   

Hope has a positive impact at multiple levels of schooling and on multiple 

academic outcomes. Hope is positively associated with creativity, greater problem 

solving, actual academic achievement, competence, and confidence in primary, high 

school, and college students (Snyder et al., 2003). There are also specific 

recommendations extracted from the empirical work of Snyder et al. (2003) related to the 

role of teachers facilitating hope for students. The authors note that high hope teachers 

are very clear about their objectives focusing on both content mastery as well as 

performance outcomes. These teachers make the time to clarify objectives to students. 

Learning goals are made concrete and understandable to students, and they are broken 

down into sub goals increasing the likelihood of student growth. Hopeful teachers 

emphasize planning and preparation by organizing learning tasks into easily 

comprehended formats and preparing alternative plans in case the initial attempt is 

ineffective. Additionally, hopeful teachers are enthused about what they are teaching 

while also being open and listening to the needs of students.  

Hope and leadership practice seem to be an obvious intersection for empirical 

research. However, to date very few studies have examined the impact of hope and 

leadership directly. Snyder et al. (2003) identify some behaviors that could increase hope 
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in followers which mainly focused on removing the barriers to goal attainment within an 

organization. The authors go on to state, “Hopeful thinking can empower and guide a 

lifetime of learning” (p. 134). In conceptualizing the fundamental task of leadership as 

learning, hope seems intimately connected to this task. Cultivating hope in the form of an 

inspiring and attainable future that clarifies the thinking of followers as to what 

possibilities the future holds and reasonable pathways to get there builds hope throughout 

the organization. Additionally, hope actively counters the negative impact of stress 

causing limiting factors like resignation, lack of clarity, and dependency (McKee & 

Massimilian, 2006).  

Helland and Winston (2005) note that hope is a common process within 

leadership. Transformational leaders use their influence to raise awareness of the 

organizational vision and through identification move followers to embrace the vision. 

Leaders have the ability to raise the hope of followers through their own hopeful 

thinking. Hope is both an input to positive organizational behavior and an outcome. As 

Helland and Winston (2005) conclude, “Hope begets hope” (p. 51). Given the well-

documented performance impact of hope and the clear connection to leadership behavior, 

there is tremendous possibility in the continued exploration of high hope in leaders and 

organizational performance outcomes.  

Resilience 

Resilience literature originally focused on the capacity of children to successfully 

recover despite exposure to severe risk factors and the internal and external protective 

factors that allowed them to do so.  This research found that the vast majority of children, 

more than two thirds, were living successful adult lives despite tremendous challenges in 
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childhood. By focusing on success, researchers were able to identify positive factors that 

included internal factors such as social competence, problem-solving skills, autonomy, 

and a sense of purpose and future and environmental factors like caring, positive 

expectations, and ongoing opportunities for participation. These factors were clearly 

evident in the success of these individuals (Bernard, 1993).  

The resiliency research has extended into other areas like job performance and 

education. Youssef and Luthans (2007) found that resilience was positively related to job 

satisfaction, work happiness, and organizational commitment. Another study conducted 

by J. H. Patterson, Collins, and Abbott (2003) investigated the resilience of teachers in 

highly performing urban schools. These teachers had clear personal values that led them 

to teaching, were active developers of their own professional development, saw 

themselves as responsible for providing leadership to others in the school, and were 

willing to ask for help when they needed it. These resilient teachers also described the 

importance of a strong and supportive principal, a high level of collegiality between staff, 

and teacher influence on curriculum and instructional decisions.  

Harland et al. (2005) examined the impact of transformational leadership on 

resilient behaviors of 150 MBA students. This study focused on the growth aspect of 

resilience as bouncing back beyond previous levels of performance. This study argued 

that an approach attitude toward coping was more effective than an avoidance attitude, 

and transformational leadership behaviors were found to be positively correlated to an 

approach coping style. This connects closely to research on hardiness, a constellation of 

attitudes toward life stressors that includes commitment, control, and challenge. 

Commitment refers to the active approach an individual takes towards coping with a life 
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stressor as opposed to passivity or avoidance. Control is the perception of oneself as 

having a definite influence through imagination, knowledge, skill, and choice on the 

stressful event. The challenge component is expressed as an attitude that change is a 

normal part of life and challenges provide an opportunity to grow. Executives who 

demonstrated these three dispositions were significantly less likely to become ill 

especially during times of high life stress (Kobasa, Maddi, & Kahn, 1982).  

Hardiness is associated with a number of positive performance indicators outlined 

by Maddi (2002). Hardiness is a predictor of higher levels of health, increased 

performance in basketball, and increased leadership capacity at West Point. Additionally, 

hardiness was a negative predictor of drug use and mental illness as a result of traumatic 

events. Hardiness can be developed in people who are encouraged to believe that they 

can turn adversity into opportunity and are given opportunities to make that happen. 

Hardiness acts as a buffer so that people do not get caught in a negative cycle typified by 

an attitude of alienation, powerlessness and feeling threatened that lead to the behaviors 

of catastrophizing, denial, avoidance, and exploitative social interaction. This creates a 

negative feedback cycle that leads to further alienation and powerlessness (Maddi, 

Khoshaba, & Pammenter, 1999).  

Horne and Orr (1998) describe organizational resilience as a practical response to 

change that can be developed throughout an organization. The fundamental quality of 

resilience in an organization is the ability to respond effectively to substantial disruptive 

change without engaging in a long period of regressive behavior. They go on to argue 

that chaotic times offer the perfect opportunity to explore the self-renewing qualities of 

resilience. Authors associated with hardiness note that at the organizational level, 
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individual commitment is transformed into collaboration between committed individuals, 

control is converted into credibility through the responsible actions of members, and 

challenge is replaced by creativity as organizations search for innovative solutions to 

organizational problems (Maddi, 2002; Maddi et al., 1999). There seems to be little doubt 

that given the extreme pressures schools face currently organizational resilience is a non-

negotiable if schools are to achieve performance beyond expectations. 

Optimism 

Optimism is positively associated with a wide range of outcomes including 

student academic achievement, military leadership capability, work performance 

outcomes, transformational leadership behaviors, increased tolerance of difficult 

situations, and increased problem-solving ability (El-Anzi, 2005; Christopher Peterson & 

Barrett, 1987; Wunderley, Reddy, & Dember, 1998; Youssef & Luthans, 2007). 

Wunderley et al. (1998) found that the optimism of 48 business leaders was positively 

related to employees’ observations that the leader inspired a shared vision and 

encouraged the heart. F. Luthans and Youssef (2007) found that optimism was positively 

related to job satisfaction, work happiness, and performance in a study involving a wide 

range of employees from many different organizations. Additionally, the performance 

impact on student achievement is well documented with high optimism students 

performing at higher levels even after controlling for previous academic achievement (El-

Anzi, 2005; Christopher Peterson & Barrett, 1987).  

The performance impact of optimism at the principal level has also been 

examined. M. M. Harris and Willower (1998) examined teacher perceptions of principal 

optimism in 50 secondary schools. They found that teachers’ perceptions of school 
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effectiveness were significantly related to teachers’ perceptions of their principal’s 

optimism. In addition, the authors found that the greater the congruence between 

principal’s optimism and teachers’ perceptions of principal’s optimism, the higher the 

perceptions of school performance. This provides evidence that principals must be able to 

articulate, model, express, and communicate their optimism to others in order to have an 

impact on organizational effectiveness. Poor communication and distorted perceptions 

are difficult barriers for leadership to overcome. The study found no relationship between 

principal’s measured optimism and teachers’ perceptions of organizational effectiveness. 

The key relationship was in teachers’ perceptions. Teachers’ perceptions of optimism is 

likely to lead to beliefs that their school is doing a good job educating students (M. M. 

Harris & Willower, 1998). 

A relatively recent construct being addressed in the literature is the role of 

academic optimism and its significant impact on student achievement (A. W. Hoy, Hoy, 

& Kurz, 2008; W. K. Hoy, Tarter, & Hoy, 2006; McGuigan & Hoy, 2006; P. A. Smith & 

Hoy, 2007). Academic optimism is comprised of three constructs: the academic emphasis 

of the school, the collective efficacy of the teachers, and the faculty trust in parents and 

students. The impact of collective efficacy and relational trust on students was already 

addressed earlier in the paper. Academic emphasis is the extent to which a school is 

driven by a quest for academic excellence. Academic emphasis was found to be the 

mechanism through which instructional leadership actually impacted student achievement 

(W. K. Hoy et al., 2006). 

Academic optimism is theorized to be a latent factor that underlies collective 

efficacy, parent and student relational trust, and academic emphasis. Collective efficacy 
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provides the cognitive belief that the teachers can make a difference, relational trust 

provides an affective component that increases the likelihood that teachers will try new 

instructional strategies and expect more because they trust their efforts will be supported, 

and academic emphasis provides the enacted behaviors that are consistent with a school 

focused on achievement and high expectations for all students. The term optimism is used 

in reference to the possibilities expressed by these three factors. Academic optimism is 

comprised of the belief that teachers, parents and students can cooperate to improve 

learning (trust), faculty believes that they are capable of making a difference in students’ 

learning and students are capable learners (efficacy), and finally faculty chooses to act in 

a consistent way with those beliefs by enacting a culture of academic emphasis (W. K. 

Hoy et al., 2006; P. A. Smith & Hoy, 2007). 

The impact of academic optimism on schools at both the elementary and 

secondary level is profound. Consistently, academic optimism is found to be significantly 

and positively related to multiple measures of student achievement even after controlling 

for socio-economic status. It seems that academic optimism may be a developable asset at 

the school level that can overcome learning variance attributed to socio-economic status 

and have a profound positive effect on student achievement (W. K. Hoy et al., 2006; 

McGuigan & Hoy, 2006; P. A. Smith & Hoy, 2007). 

Academic optimism was originally conceived as a school-level asset similar to 

collective efficacy; however, recent work by A. W. Hoy et al. (2008) found that this 

concept can be applied at the individual teacher level as well. The authors looked at the 

variables that were significantly linked to the academic optimism of individual teachers. 

Teachers who had a strong sense of teaching efficacy, high trust in parents and students, 
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and a focus on creating a highly challenging environment for student learning were 

posited to have high academic optimism. Specific behaviors and beliefs were closely 

associated with teacher academic optimism. Specifically, teachers managed students in 

humanistic and trusting ways with a focus on relationships rather than punishment. The 

teachers engaged in student-centered teaching, primarily concerned with the process of 

learning and adapting instruction specifically to meet student needs. This required a high 

level of trust, the ability of the teacher to meet student needs, and in the students’ ability 

to learn. These academically optimistic teachers welcomed parents into the classroom and 

were “engaged, committed, energetic, resilient, and conscientious in the pursuit of 

student achievement” (A. W. Hoy et al., 2008, p. 831). Additionally, these teachers were 

characterized by a belief that their students would perform well on external measures of 

achievement, and the teachers pursued this achievement through relationships and 

cooperation rather than a high pressure and high punishment approach to learning.  

Two studies have explored the role of leadership in facilitating academic 

optimism. The first study conducted by McGuigan and Hoy (2006) focused on the role of 

principals to create enabling structures within in the school. Enabling structures refers to 

the extent to which structures and processes help teachers to accomplish their work. 

Enabling structures assist teachers in doing their job as opposed to coercing them, and 

these structures encourage teachers to engage in decision making and problem solving 

rather than hindering them from applying professional knowledge. McGuigan and Hoy 

(2006) make the argument that enabling bureaucracy captures “the outcomes of what 

effective leaders actually do, which is to enable the key work of the school” (p. 214). The 

extent to which teachers perceived enabling structures in the school translated into higher 
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levels of academic optimism which was associated with higher levels of student 

achievement after controlling for SES and prior achievement. Other leadership factors 

noted in the study included cultivating a climate where high academic goals are respected 

and encouraged, belief that the faculty will be successful and is capable of higher 

outcomes, nurturing teachers’ trust in parents, rigorous self-discipline in modeling trust 

with students and parents, dealing with ineffective teachers promptly and courageously, 

and mindfully connecting professional development to teacher needs.  

Another study conducted by Mascall, Leithwood, Straus, and Sacks (2008) 

examined the relationship between four types of distributed leadership and their 

relationship to the academic optimism of teachers. The authors found that planful 

alignment- which refers to a pattern of leadership where the tasks and functions of 

leadership activities to be carried are consciously aligned with the people and goals of the 

organization, contributed positively to the levels of academic optimism in the school. 

Whereas, spontaneous alignment and spontaneous misalignment were both associated 

with decreased levels of academic optimism and refer to the unplanned distribution of 

leadership tasks and functions. A fourth type of leadership distribution was also explored 

which involves the anarchic misalignment where faction groups are intentionally 

misaligned to organizational goals because of their departmental or faction goals. 

Anarchic misalignment was not surprisingly associated with the lowest levels of 

academic optimism in schools. The authors indicate that academic optimism could be 

either an antecedent or consequence of planned alignment leadership. It could be that 

high levels of academic optimism compels teachers to actively and mindfully involve 

themselves in the leadership of the school; on the other hand, it could be that planned 
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alignment builds the trust, confidence, and academic emphasis behaviors that are the 

foundation of academic optimism.   

Psychological Capital 

Efficacy, hope, resilience, and optimism have established themselves as having a 

powerful impact on job performance as well as academic performance. Additionally, all 

four of these factors are clearly indicated directly or indirectly in the literature on change, 

effective leadership, and positive psychology. Recent research is taking a look at how 

these four factors may interact as a combined latent variable that has a greater impact on 

performance than any of the components alone. This is similar to the academic optimism 

work which combined collective efficacy, faculty trust, and academic emphasis 

dimensions to reveal the more powerful predictor variable of academic optimism. This 

section will explore several studies that have empirically examined the overall role of 

psychological capital.  

The first study conducted examining the aggregate of psychological capital was 

done with factory workers in China (F. Luthans et al., 2005). Using a large sample 

(N=422) the authors used standard scores for optimism, resilience, and hope and found 

evidence that supported an underlying factor consistent with the conceptualization of 

psychological capital. Additionally, the overall measure of psychological capital was 

found to be a better predictor of supervisor evaluated performance ratings than any of the 

individual factors. Similar results were replicated in a later study in which psychological 

capital showed positive significant results with job performance, organizational 

commitment, and organizational citizenship behaviors (Zhong, 2007).  
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A similar study using a sample of nurses found that PsyCap had a positive 

significant relationship to intention to remain with the organization as well as 

commitment to organizational mission as perceived by supervisors. This particular study 

aggregated separate measures of hope, optimism, and confidence (K. W. Luthans & 

Jensen, 2005). 

Larson and Luthans (2006) demonstrated that a four factor model of 

psychological capital using self-efficacy, hope, optimism, and resiliency had a significant 

positive relationship to job satisfaction and organizational commitment. This study also 

controlled for measures of human capital and social capital demonstrating that 

psychological capital accounted for variance not represented in the other constructs.  

The development and testing of the Psychological Capital Questionnaire (PCQ-

24) marked the inception of a new instrument to quantitatively measure psychological 

capital. This questionnaire combined items from previous reliable and valid measures of 

the individual factors and combined them on a 6 point Likert like scale (F. Luthans, 

Avolio, Avey, et al., 2007). The scale was tested on three different samples including 167 

management students, 114 high tech manufacturing employees, and 144 service sector 

employees. Using a confirmatory factor analysis, results showed a good fit for a higher 

order factor structure, and performance and satisfaction from all three samples showed 

that PsyCap was a better predictor than any of the single measures. Multiple studies have 

supported the higher-order factor structure as well as the overall performance impact of 

the PsyCap measure (Avey et al., 2008; F. Luthans, Avey, Clapp-Smith, et al., 2008; F. 

Luthans, Avey, & Patera, 2008; F. Luthans, Norman, Avolio, & Avey, 2008).  

173 
 



     

Continuing research using the Psychological Capital Questionnaire has positively 

linked psychological capital with positive organizational results. Recent studies have 

shown that psychological capital is positively correlated to employee well-being over 

time (Avey, Luthans, Smith, & Palmer, 2010). Psychological capital is also significantly 

negatively related to both voluntary and involuntary employee absenteeism (Avey, 

Patera, & West, 2006). Additionally PsyCap was found to be negatively related to 

cynicism and intentions to quit across a large sample N=336 from a wide cross section of 

organizations and jobs. PsyCap was also found to be positively related to organizational 

citizenship behaviors and negatively related to counterproductive work behavior (Avey, 

Luthans, & Youssef, 2010). 

Another appealing factor of PsyCap is the fact that it is open to development. Two 

studies using an experimental pretest, posttest design demonstrated that psychological 

capital can be developed (F. Luthans, Avey, Avolio, Norman, & Combs, 2006; F. 

Luthans, Avey, & Patera, 2008). One intervention used a short intervention session 

lasting between one and three hours. The other intervention used a web-based training 

program. Both programs demonstrated a significant increase in PsyCap based on the 

PCQ-24 measure. The interventions focus on developing all four psychological 

components using research-based development strategies to increase each factor. Setting 

goals, identifying pathways to goals, modeling, building confidence, and dealing with 

setbacks are included in the training in an effort to generally enhance the PsyCap of 

participants (F. Luthans et al., 2006).  

In addition to increasing PsyCap as a result of targeted intervention, a recent study 

also connected PsyCap training with performance measures. This study provides initial 
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evidence that PsyCap can be developed and measurable performance changes resulted (F. 

Luthans et al., 2010).  

Psychological Capital, Leadership, and Change 

Of particular interest to this paper is whether or not PsyCap has any connection to 

positive leadership and organizational change. Three recent studies suggest that it may 

have a critical connection to both positive organizational change and leadership. Using 

three separate samples comprised of management students (N=404), insurance employees 

(N=163), and engineers and technicians (N=170), F. Luthans, Norman, et al. (2008) 

found that psychological capital fully mediates the effects of a supportive organizational 

climate with regard to employee outcomes. The authors argue that employee performance 

is enhanced based on the support provided by the organization; however, if someone is 

incapable or lacks the individual capacity to perform the task, the support will not result 

in improved performance. The level of PsyCap in individual employees may play a role 

in leveraging a supportive organizational climate to produce performance gains.  

In another study examining the relationship between PsyCap and organizational 

change, Avey et al. (2008) found that psychological capital was positively related to 

attitudes of engagement and negatively related to cynicism. Both of these attitudes are 

predictive of support for organizational change. Additionally, psychological capital was 

positively related to organizational citizenship and negatively related to deviant behaviors 

in organizations. The impact of psychological capital on engagement, organizational 

citizenship, and deviance was mediated through positive emotions. Psychological capital 

had a direct negative effect on cynicism. The authors note that psychological capital may 
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be a source of positive emotions and could have a profound effect on generating 

employee commitment to change.  

A qualitative dissertation was conducted examining the relationship between 

transformational leadership and positive psychological capital (Hrinda, 2008). The study 

involved semi-structured interviews with established transformational leaders in the 

United States Coast Guard. The conclusions of the author indicate that four components 

were evident across the board in all of the leaders and appeared to be the primary 

capacities reflected in the leaders’ descriptions of their transformational leadership. These 

factors were emotional intelligence, hope, optimism, and self-efficacy, and played a 

major role in nearly everything the leaders said and did.  

Early aggregated measures of psychological capital were also associated with 

authentic leadership using a modified multi-factor leadership questionnaire. Jensen and 

Luthans (2006) found that entrepreneurs’ self-perceptions of their authentic leadership 

behaviors and positive psychological capital were positively and significantly related. 

This study provided additional evidence that the aggregated measure of psychological 

capital was a better predictor of perceived authentic leadership.  

 A dissertation by Norman (2006) found that leader’s transparency and PsyCap 

were positively related to followers’ trust in the leader and the leader’s effectiveness. 

PsyCap was also found to be significantly positively correlated with authenticity and 

transformational leadership. Transformational leadership also mediated leadership 

outcomes with regard to PsyCap in the Singapore construction industry (Toor & Ofori, 

2010). In a sample using a university marching band, followers’ perception of 

transformational leadership was positively correlated to members psychological capital, 
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and psychological capital was significantly correlated to organizational citizenship 

behaviors and in-role performance using structural equation modeling (Gooty et al., 

2009). A study considering CEO’s in high-technology start-up and established firms 

found that leaders with the positive psychological traits of hope, optimism, and resilience 

were rated as more transformational leaders. Additionally, transformational leadership 

mediated the relationship between positive psychological traits and firm performance (S. 

J. Peterson et al., 2009). 

 A major study using a nationally representative sample of working adults in New 

Zealand (N=960) demonstrated using confirmatory factor analysis that the PCQ and ALQ 

are sound measures and perform as hypothesized (Caza, Bagozzi, Woolley, Levy, & 

Brianna Barker, 2010). Additionally this study found that there were no gender 

differences in the measurements between men and women. Furthermore the results 

confirmed the second-order factor structure of both scales and demonstrated cultural 

equivalence with a new national sample.  

 These studies provide initial support for a clear relationship between 

psychological capital, positive leadership, and organizational performance across diverse 

work samples. This work is highly consistent with the conceptual framework proposed 

earlier and provides support for connecting leadership and psychological capital in our 

schools.  

 A recent study (S. J. Peterson, P. A. Balthazard, D. A. Waldman, & R. W. 

Thatcher, 2008) showed difference in the brain functioning of high PsyCap leaders when 

compared to low PsyCap leaders. Specifically, the left pre-fontal cortex showed 

additional activity in high PsyCap leaders which indicates happiness and successful 
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meaning construction. Low PsyCap leaders showed more activity in the right pre-frontal 

cortex and amygdale indicating negative outlooks and difficulty showing and interpreting 

emotions. Additionally, High PsyCap leaders were rated as more visionary and 

charismatic then their low PsyCap peers. This connection between brain function and 

PsyCap provides powerful evidence that PsyCap is measuring real differences in 

individuals that are evident in their current neural pathways. The fact that PsyCap has 

been shown to be a developable construct could be a source of high leverage change for 

schools.  

While this research is emerging in the organizational literature, it is also 

beginning to be explored in educational literature. This is a positive step forward as 

Leithwood and Jantzi (2005) noted, “Educational leadership research as a whole has 

devoted very little energy to the study of leaders’ internal lives…” (pp. 185-186) which 

might include leaders’ motivations, self-efficacy beliefs, capacities and personality 

characteristics like optimism and openness. An examination of psychological capital in 

middle school principals was conducted by (Corner, 2008) in which he conducted a pilot 

study (See Appendix B for the complete study) using the PCQ-24 instrument with middle 

school principals (N=40) in Arizona. Using an exploratory factor analysis, the 

preliminary results of the study suggests that there may be legitimate potential in using 

the PCQ-24 in an educational context and connecting the psychological capital of 

principals to performance outcomes. 

Since that time there have been several studies using the ALQ in a school context. 

A dissertation by Fox (2011) revealed that authentic leadership has a significant and 

substantial impact on faculty trust in a sample of Maryland teachers (R2=.773). This work 
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provides supporting evidence for the notion that the perceived authentic leadership of 

principals increases teacher trust which could be a necessary component for the 

commitment and action necessary for positive change in schools.  

Another study testing the ALQ in schools was conducted with Israeli secondary 

teachers (N=366) and found that increases in authentic leadership leads to higher 

psychological empowerment, which increased organizational citizenship behaviors 

(Shapira-Lishchinsky & Tsemach, 2014). This study further supports the notion that 

authentic leadership is reliable and valid across multiple cultures while also 

demonstrating initial positive implications of authentic leadership in an educational 

leadership context.  

Summary 

The answers that education needs today are not on the multiple choice lists of 

what has already been done. The answers lie outside the box in places where no one has 

looked. This is true for our students, our teachers, and our school leaders. In the 21st 

century, creativity, innovation, and imagination are the keys to the good life, 

sustainability, and economic relevance. The task of our educational system is not to 

produce a minimally competent, basic skill work force that was prepared to meet the 

demands of the 20th century, but rather to produce a creative, highly skilled work force 

with deep competence in at least one field and the ability to synthesize across fields. 

Every level of society requires accomplished, original designers who are creative and 

inspired. The act of design is at the heart of creativity and innovation which is exactly 

what is needed to meet the challenges of today’s world (National Center on Education 

and the Economy, 2007).  
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Creative and inspired designers have never been more needed in education. 

Designing a bold, new education system will require leadership of a very different type at 

every level of the educational organization. These leaders must be deeply reflective, self-

aware, and courageous in order to recognize their role in fundamentally changing the 

organization not for their personal ego needs but rather because of their deep ethical 

commitment to the organization and the students they serve. Level 5 leaders who are at 

their core humble in the face of change and uncertainty, and yet fiercely committed 

through professional will to make necessary changes and achieve excellence in schools, 

are desperately needed (Collins, 2001). The leaders needed for the 21st century are 

authentic, transformational leaders who tap the emotional core of their followers and 

move organizations towards excellence in ethically sound ways.  

At the center of leaders’ work is change. Change is dependent on learning, and the 

two cannot be separated. The modern school leader must understand the change process 

and be prepared to make deep changes within organizations. This type of change cannot 

be mandated from above; it is generated by disturbing the system and reorganizing 

around a clear identity, timely and relevant information, and relationships that support 

change. Leaders must be masters of the change process applying personal, social, and 

structural motivation and competence throughout the organization (K. Patterson et al., 

2008). Primarily leaders must understand that learning is the work and accept their role as 

positive models that are continuously learning as individuals and teams.  

The learning process is at the heart of leadership. Both individually and as teams, 

the learning cycle is comprised of four interactive systems: (a) awareness, taking in 

sensory information from experience and achieving a clearer picture of reality; (b) 
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capacity, reflecting on experience, making new connections, and considering possibilities 

and potentials; (c) vision, integrating possibilities into clear potentials that can be acted 

upon; (d) action, active testing of our learning by enacting the values, beliefs, and 

decisions that are aligned with the vision. Through learning, individuals and 

organizations are able to achieve sustainable and veritable results that exceed 

expectations and move schools toward the educational systems required today. 

The key limits to potential in education are not financial, physical, or structural; 

they are psychological. Through powerlessness, defensiveness, and fear, individuals are 

restrained from enacting positive change and realizing their full potential. Confusion, 

dependency, and resignation dominate many educational institutions as they fail to 

educate the majority of students to the minimal competencies required in the old 

economy much less engage and empower students to perform at the high levels necessary 

to compete in the 21st century. However, through a positive organizational context that is 

supportive, transparent, and strength-based and through the individual psychological 

capacity of organizational members, these limits to growth can be overcome so that 

powerful learning throughout the organization can occur.  

The positive psychological capital of principals has tremendous potential as a key 

resource for authentic principal leaders who engage in individual and team learning to 

achieve sustained and veritable results. PsyCap is proposed to be a key input and output 

in high-performing schools and a necessary pre-requisite for effective authentic principal 

leadership. Exploring and developing the impact of psychological capital and its 

relationship to authentic leadership in school principals may well turn out to be the 
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beginning of high leverage change work necessary to create schools that meet the needs 

of our students in the years ahead.  
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CHAPTER 3. METHODOLOGY 

Introduction 

The purpose of this study was to test the reliability and validity of two 

instruments, one designed to measure psychological capital and the other to measure 

authentic leadership behavior in a sample of Arizona secondary schools principals. The 

goal of the study is to determine whether or not measures of psychological capital and 

authentic leadership are valid, reliable, and appropriate for further research in educational 

settings. This study will use the Psychological Capital Questionnaire (PCQ-24) (F. 

Luthans, Avolio, Avey, et al., 2007) to quantify the psychological capital of principals 

and the Authentic Leadership Questionnaire (ALQ) (Walumbwa et al., 2008) to measure 

principals’ authentic leadership behavior. This chapter outlines the process and 

procedures for the research. The first section provides an outline of the research design. 

The participants’ section follows with a discussion of instrumentation, data collection, 

and data analysis. 

Research Design 

A quantitative research methodology was utilized. Quantitative studies are 

consistent with the testing of hypotheses related to reliable and valid survey measures. 

Previous studies using the PCQ-24 and ALQ demonstrate that these measures are valid 

and reliable across samples in various business areas and provide baseline data to 

compare these measures with a sample of Arizona secondary school principals (F. 

Luthans, Avolio, Avey, et al., 2007; Walumbwa et al., 2008).  

This study employs a confirmatory factor analysis with regard to both the PCQ-24 

and ALQ. There is theory and research that specifies a particular factor structure for both 
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of these measures, and therefore it was appropriate to test the data from the new 

population of secondary school principals using a confirmatory factor analysis as 

opposed to an exploratory factor analysis (Henson & Roberts, 2006). The confirmatory 

factor analysis quantitatively examined the goodness of fit between the data collected 

from Arizona secondary school principals, and the predefined factor structure supported 

by previous theory and research.  

Participants 

 The population under investigation for this study is secondary school principals in 

Arizona. Secondary schools were defined as any school having an 8th grade or higher, 

and the principal was the identified formal leader of the school. In Arizona, this 

represented a huge range of schools from rural small schools located on Native American 

reservations to massive suburban high schools with 4,000+ students in three grades. 

Demographic information regarding each school and principal was collected and mean 

differences were analyzed to see if these demographic variables showed significant 

difference in measures of psychological capital and authentic leadership.  

Sampling 

 The study was conducted in secondary schools in Arizona. The desired sample 

size was 200 principals, which is consistent with the recommendations when using a 

confirmatory factor analysis to test the validity of an a priori theoretical model (Myers, 

Ahn, & Jin, 2011). Secondary schools were identified from a list generated at the Arizona 

Department of Education website that could filter results for schools with an 8th grade or 

higher. Principals of the schools were identified by that school’s Arizona State Report 

Card which also lists the principal’s e-mail address. Identified principals with valid email 
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addresses made up the sample of secondary school principals. The distribution of the 

questionnaires had a section for demographic information of the participants (such as 

gender, ethnicity, years in principalship, etc.), and the recording of that information was 

gathered from the participants’ returned materials. Ideally, a sample of 500 secondary 

school principals was desired with valid email addresses to participate in the study.  

Due to the fact that the efficacious behavior of principals may lead to completion 

and return of the survey instruments creating a sampling bias, a mean comparison was 

completed between principals responding after the first request and principals responding 

after reminders to determine if a bias existed, which can be logically extended to non-

responders. A t-test was conducted to compare the mean of the first responders to that of 

the reminded responders for both the PCQ-24 and the ALQ. A mean difference was 

considered significant if using a one-tailed t-test at p<.05 then concerns about a sampling 

bias would be raised. A one-tailed test was used because it was believed that if a 

sampling bias existed, the first responder group would have a higher score on each of the 

instruments when compared to the reminded groups.  

Instrumentation 

 This study utilized the Authentic Leadership Questionnaire (ALQ) as the measure 

of principals’ authentic leadership. This questionnaire is specifically designed to measure 

the four components of Authentic Leadership including self-awareness, transparency, 

internalized moral perspective, and balanced processing (Walumbwa et al., 2008). 

Authentic leadership is proposed to be a root construct that underlies other forms of 

positive leadership (Avolio & Gardner, 2005; Avolio et al., 2004); it is also theoretically 

linked to psychological capital as both an input and an outcome (F. Luthans & Avolio, 
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2003; Walumbwa et al., 2008). The ALQ has been shown to be significantly related to 

organizational performance outcomes in various business settings and to show variance 

beyond that of transformational leadership or ethical leadership alone (Clapp-Smith et al., 

2009; Walumbwa et al., 2008). The instrument is comprised of 16 questions. Principals 

rate each statement on a 5-point Likert scale with 0 being “not at all” and 4 being 

“frequently, if not always.” Sample statements include “As a leader I say exactly what I 

mean” and “As a leader I demonstrate beliefs that are consistent with actions.” 

 This study also utilized the Psychological Capital Questionnaire (PsyCap). This 

questionnaire is specifically designed to measure the four components of psychological 

capital including self-efficacy, optimism, hope, and resilience. Psychological capital is 

also theoretically linked to authentic leadership. Psychological capital has a growing 

literature base supporting its connection to organizational and individual performance 

(Avey et al., 2008; F. Luthans et al., 2010; F. Luthans, Avey, Clapp-Smith, et al., 2008; 

F. Luthans, Avolio, Avey, et al., 2007; F. Luthans et al., 2005). The instrument is 

comprised of six questions for each of the PsyCap components with a total of 24 

questions. Principals rate each statement on a 6 point Likert scale with 1 being “strongly 

disagree” and 6 being “strongly agree.” Sample statements include “I feel confident 

analyzing a long-term problem to find a solution” and “If I should find myself in a jam at 

work, I could think of many ways to get out of it.”  

 Both of these instruments are relatively new (copyright 2007); however, they have 

both been tested and used successfully in the business sector (Clapp-Smith et al., 2009; F. 

Luthans, Avolio, Avey, et al., 2007; F. Luthans, Avolio, & Youssef, 2007; Walumbwa et 

al., 2008). Previous reliabilities for both the instrument and subscales have exceeded 
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acceptable limits and initial data supports construct, convergent, discriminant, and 

criterion-related validity (F. Luthans, Avolio, Avey, et al., 2007; Walumbwa et al., 2008). 

Prior to 2008 there were no published studies in public education using these instruments. 

Therefore, a pilot study was designed to examine the PCQ-24 instrument within a 

population of middle school principals.  

Pilot Study 

 Corner (2008) conducted a pilot study of middle school principals (N=41) using 

the PCQ-24 with a population of Arizona principals which suggested that this may be a 

viable instrument to use in an educational leadership setting. Two hundred fifty surveys 

were mailed out to a random sample of middle school principals in Arizona. Forty-one 

surveys were returned yielding a response rate of 16.4%.  

The Cronbach alpha was calculated for each of the four subscales as well as the 

overall PCQ-24 measure. These internal consistency measures were all over the 

conventionally accepted value of .70 and consistent with previous studies conducted 

using this instrument (F. Luthans, Avolio, Avey, et al., 2007; see Table 1).  
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Table 1 
Reliabilities of Psychological Capital and Subscales in Previous Samples 

Sample N Type of Participant Hope Resilience Self-
efficacy Optimism Overall 

PCQ-24 

1 167 Management Students .72 .75 .80 .76 .88 

2 404 Management Students .71 .71 .66 .72 .89 

3 115 High Tech Employees .75 .84 .85 .75 .89 

4 144 Insurance Service Workers .74 .69 .76 .79 .89 

5 41 Middle School Principals .75 .72 .78 .76 .89 

Note. Sample 1-4 reported by (F. Luthans, Avolio, Avey, et al., 2007), Sample 5 reported by (Corner, 2008) 

A principal component factor analysis was conducted using a varimax rotation. 

All factors with an initial eigenvalue greater than one were used in the rotated solution. 

This factor analysis yielded seven component factors which closely align with the four 

sub-scales that the PCQ-24 purports to measure with some notable differences. 

Component 1 loaded 3 out of 5 of the indicators of the self-efficacy subscale. Component 

2 and 5 loaded with 5 of the 6 indicators on the hope subscale. Resilience and optimism 

both loaded across 3 components and showed some cross loading with the other sub 

scales. Resilience loaded 4 out of its 6 indicators on component 3 and 6 with no cross 

loading, and optimism loaded 2 out of its 6 indicators on component 4 with no cross 

loadings. See Table 2 for a listing of each question of the survey and retained factor 

loadings greater than 0.6. This data suggests that the subscales could comprise a four 

factor model of psychological capital. Specifically component 1 was representative of 

self-efficacy, component 2 was closely tied to hope, combining component 3 and 6 into a 

single factor accounted for the resilience subscale, and combining component 4 and 7 

was indicative of the optimism subscale.  
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Table 2  
Rotated Component Matrix(a) Loadings > 0.6 shown 

 Sub Scale Question # Component 
1 2 3 4 5 6 7 

Self-Efficacy 

1              
2 0.739       
3        
4 0.647       
5       0.700 
6 0.725       

Hope 

7     0.790   
8  0.618      
9     0.766   

10  0.669      
11  0.739      
12        

Resilience 

13   0.901     
14        
15      0.716  
16   0.651     
17      0.797  
18 0.723       

Optimism 

19        
20   0.696     
21    0.865    
22        
23       -0.657 
24    0.723    

         
Note. Source (Corner, 2008) 
 

The pilot study was limited due to a small sample size and low return rate. 

However, a better methodological approach given that there is an a priori theoretical 

model is to test the model using confirmatory factor analysis on a larger sample size. 

Additionally, the initial data suggested that the factor loadings were somewhat consistent 

with an a priori theoretical model, and the instrument was reliable with principals 

suggesting that additional research with the instrument was warranted. A larger sample 

size and use of confirmatory factor analysis is a logical next step in establishing the PCQ-

24 as a viable instrument for use in educational leadership settings.  
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Implications 

Since the pilot study, additional studies were conducted using authentic leadership 

in the area of educational leadership. A dissertation by Fox (2011) linked authentic 

leadership to faculty trust in a population of Maryland teachers, and a major study 

examining authentic leadership and organizational citizenship behaviors showed that 

authentic leadership was a mediating factor for psychological empowerment which 

increased organizational citizenship behaviors (Shapira-Lishchinsky & Tsemach, 2014). 

These studies provide initial evidence that the Authentic Leadership Questionnaire is 

valid, reliable, and meaningful for use in the context of educational leadership. This study 

attempts to build on the emerging literature in authentic leadership in educational 

organizations as well as bringing in the construct of psychological capital as meaningful 

and viable concepts for study in educational leadership. Therefore the following study 

will be conducted.  

Procedures 

Selected principals received an e-mail request to participate in the study and an 

informed consent form. In addition, they received a link to the PCQ-24 and ALQ along 

with questions about the principal’s background and school demographic information 

through Survey Monkey. The decision to click the link and complete the survey indicated 

voluntary agreement to participate in the study. Principals answered the questionnaire and 

supplied school and personal demographic and background information.  

Data Analysis 

Survey and demographic data collected from the dissertation were entered into 

SPSS and coded appropriately. See Table 3 for a list of variable definitions and values. 
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This data was then used with AMOS version 22 using a graphical user interface to 

express the CFA models and determine goodness of fit as well as relative fit of the nested 

models described in the research questions (Arbuckle, 2013).  
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Table 3 
 

Definitions of Variables 

Principal Background Information 

Years as principal The survey asked respondents to identify the number of 
years in the position of principal (1-2 years = 1; 3-5 years 
= 2; 6-10 years = 3; 11-15 years = 4; 16-18 years = 5; 19+ 
years = 6) 

Principal Ethnicity The survey asked respondents to identify their ethnic 
background (Caucasian = 1; Hispanic = 2; African-
American = 3; Asian = 4; Other = 5) 

Principal Education Level The survey asked respondents to identify their highest 
level of education (Master’s Degree = 1; Doctoral Degree 
= 2) 

Years at present school The survey asked respondents to identify the number of 
years at their present school (1-2 years = 1; 3-5 years = 2; 
6-10 years = 3; 11-19 years = 4; 19+ years =5) 

Principal gender The survey asked respondents their gender (Female = 1; 
Male = 2) 

Principal age The survey asked respondents to identify their age (less 
than 35 years = 1; 35-39 years = 2; 40-44 years = 3; 45-49 
years = 4; 50-54 years = 5; more than 54 years = 6) 

Principal reminded Dates that the survey was taken were used to determine if 
principals completed the survey prior to or after the first 
email reminder was sent (no reminder = 0; 1 or more 
reminders =1) 

School Demographic Information 

Grades in your school The survey asked respondents to identify the grades in 
their school (6-8 = 1; 7-8 = 2; 7-9 = 3; K-8 = 4; K-12 = 5; 
9-12 = 6; 10-12 = 7; Other = 8)  

School size The survey asked respondents to identify the size of their 
school (Fewer than 150 = 1; 150-499 = 2; 500-749=3; 750-
999 = 4; 1000-1499 = 5; 1500-1999 = 6; 2000-2500 = 7; 
2500 or more = 8) 
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Community type The survey asked respondents to identify the type of 
community they serve (Central City = 1; Urban 
fringe/large town = 2; Rural/small town = 3) 

Free and reduced lunch 
percentage 

The survey asked respondents to identify the percentage 
students on free or reduced lunch (less than 20% = 1; 20%-
49% = 2; 50%-74% = 3; 75% or more = 4) 

Minority enrollment The survey asked respondents to identify the percentage of 
minority enrollment at their school (less than 20% = 1; 
20%-49% = 2; 50%-74% = 3; 75% or more = 4) 

Psychological Capital  

PCQ-24  Respondents were asked to complete the PCQ-24  
questionnaire using a 6 point Likert scale (Strongly 
Disagree = 1; Disagree = 2; Somewhat Disagree = 3; 
Somewhat Agree = 4; Agree = 5; Strongly Agree = 6)  

Item number 13, 20, and 23 on the questionnaire were 
reverse scored (Strongly Disagree = 6; Disagree = 5; 
Somewhat Disagree = 4; Somewhat Agree = 3; Agree = 2; 
Strongly Agree = 1) 

Self-Efficacy Self-Efficacy is comprised of the first six items on the 
PCQ-24 which were then summed to yield a score between 
6-36 

Hope Hope is comprised of items 7-12 on the PCQ-24 which 
were then summed to yield a score between 6-36 

Resilience Resilience is comprised of items 13-18 on the PCQ-24 
which were then summed to yield a score between 6-36 

Optimism Optimism is comprised of items 19-24 on the PCQ-24 
which were then summed to yield a score between 6-36 

Psychological Capital Psychological Capital is comprised of items 1-24 on the 
PCQ-24 which were then summed to yield a score between 
24-144 

Authentic Leadership  

Authentic Leadership 
Questionnaire 

Respondents were asked to complete the Authentic 
Leadership Questionnaire using a 5 point Likert scale (Not 
at all = 0; Once in a while = 1; Sometimes = 2 Fairly often 
= 3; Frequently , if not always = 4)  
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Transparency Transparency is comprised of the first five items on the 
ALQ which were then summed to yield a score between 0-
20 

Self-Awareness Self-Awareness is comprised of items 14-16 on the ALQ 
which were then summed to yield a score between 0-12 

Ethical/Moral Ethical/Moral is comprised of items 6-9 on the ALQ 
which were then summed to yield a score between 0-16 

Balanced Processing Balanced Processing is comprised of items 10-13 on the 
ALQ which were then summed to yield a score between 0-
16 

Authentic Leadership Authentic Leadership is comprised of items 1-16 on the 
ALQ which were then summed to yield a score between 0-
64 

  
Research Questions 

The study empirically tested the factor structure of the Psychological Capital 

Questionnaire and the Authentic Leadership Questionnaire within a population of 

Arizona public school secondary principals. This research also examined the reliability 

and validity of these instruments within this population. The following questions guided 

this study:  

1. Is the factor structure of the PsyCap Questionnaire consistent with the 

theoretical model?  

2. Is the factor structure of the Authentic Leadership Questionnaire consistent with 

the theoretical model? 

Data for these two questions were analyzed by conducting a Confirmatory Factor 

Analysis (CFA) with AMOS maximum likelihood procedure (Arbuckle, 2013). The 

theoretical model was assessed using several fit indices. Absolute fit indices evaluate 

how well an a priori model reproduces the sample data. The study reports the root mean 
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square error of approximation (RMSEA) and the standardized root mean square residual 

(SRMR). A good model fit for the RMSEA value is less than .06, and a good fit for 

SRMR is a value less than .08 (Hu & Bentler, 1999).     

 The study also employed incremental fit indexes, which evaluates model fit by 

comparing the theoretical model to a baseline model. The study reports the comparative 

fit index (CFI), the Tucker-Lewis index (TLI), and the goodness-of-fit index (GFI) all of 

which should be above .95 (Hu & Bentler, 1999). Additionally the model fit was 

evaluated using chi-square (χ2) and the ratio of the differences in chi-square to the 

differences in degrees of freedom (χ2/df). For χ2/df a ratio of less than 3.00 was 

interpreted as a good fit (Kline, 2005). 

The study compared the fit of three different factor structures: (a) a one factor 

model, in which all of the items are indicative of one larger factor; (b) a first-order factor 

model comprised of four factors in which items load on to their respective factors and the 

factors are allowed to correlate with each other, for PsyCap this will be self-efficacy, 

resilience, hope, and optimism, and for authentic leadership this will be self-awareness, 

relational transparency, internalized moral perspective, and balanced processing; (c) a 

second-order factor model in which items load onto their four respective factors and then 

all four load onto a second-order latent factor. This examined whether a model that uses 

self-awareness, transparency, internalized moral perspective, and balanced processing as 

primary factors loading on a secondary latent factor called authentic leadership meets 

acceptable statistical levels of best fit indicators and is a better fit than the two competing 

models. Additionally, this study also examined whether a model that uses hope, 

optimism, resilience, and self-efficacy as primary factors loading on a secondary latent 

195 
 



     

factor called psychological capital meets acceptable statistical levels of best fit indicators 

and is a better fit than the two competing models. See Figure 2 for a complete 

measurement model of each of the factor structures tested in this study.  
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Figure 2. Measurement models for each of the 3 factor structures tested for the PsyCap24 
and ALQ 
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3. What are the internal consistencies (reliabilities) of the four purported scales 

and the overall reliability for each questionnaire? 

Data for this question was analyzed by calculating Cronbach alpha measure for 

each of the subscales as well as the overall instruments in both the PCQ-24 and the ALQ. 

Acceptable alpha values for the subscales were expected to be greater than .70 and 

greater than .80 for each instrument (Cortina, 1993).  

4. Are there any significant mean differences in PsyCap or authentic leadership 

behavior given any of the principal characteristics or school demographics?  

One way Analysis of Variance tests (ANOVA’s) were conducted to test for mean 

differences in psychological capital or authentic leadership overall and sub scores when 

examined using both school and principal demographic variables (IBM Corporation, 

2013). A p<.05 was used for significance to identify if there are any significant 

differences in ALQ or PCQ-24 based on demographic information. The purpose of these 

ANOVA’s was purely exploratory to determine if possible future research is warranted 

based on principal or school characteristics as they relate to the constructs of 

psychological capital and authentic leadership. When a significant value was determined 

then a Tukey HSD post hoc test was conducted to determine if significant mean 

differences existed that may need to be explored in future research (IBM Corporation, 

2013). 

5. What is the relationship between psychological capital and authentic leadership? 

A Pearson product-moment calculation was performed to examine the 

relationship between the PCQ-24 and ALQ. It was anticipated that higher psychological 

capital scores were predictive of higher authentic leadership scores. The overall utility of 
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this value was limited due to the fact that both psychological capital and authentic 

leadership scores are self-reported data from the principals. However, lack of a positive 

correlation could indicate a problem with these instruments within a sample of secondary 

school principals.  

Research Hypotheses 

Hypothesis 1: The theoretical factor structure will be a significantly better fit than 

either the one factor model or the four factor model for the PCQ-24.  

Hypothesis 2: The theoretical factor structure will be a significantly better fit than 

either the one factor model or the four factor model for the ALQ.  

Null Hypothesis: There will not be a significant difference between the three 

factor models. 

Data for these two hypotheses was calculated using the ∆ χ2 between the 

predicted model and the two test models. A significant difference was hypothesized. 

Significance at p<.05 was the cut off for significance. 

Hypothesis 3: There will be a significant difference in psychological capital or 

authentic leadership based on principal characteristics or school demographics.  

Null hypothesis: There will not be a significant difference in psychological capital 

or authentic leadership based on principal characteristics or school demographics. 

Data for this question was calculated using an ANOVA for each of the principal 

characteristics and school descriptors with each of the subscales and overall scores of the 

PCQ-24 and ALQ. No difference based on these variables was hypothesized. 

Significance at p<.05 was the cut off for significance. A Tukey HSD test was conducted 
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if the ANOVA was significant to identify any significant mean differences (IBM 

Corporation, 2013).  

Hypothesis 4: There will be a significant positive correlation between the PCQ-24 

and ALQ.  

Null Hypothesis: There will not be a positive correlation between PCQ-24 and 

ALQ.  

Data for this question was analyzed using SPSS version 22 by calculating a 

Pearson Product Moment correlation between principals PCQ-24 and ALQ (IBM 

Corporation, 2013). A high positive correlation was hypothesized. Significance at p<.05 

was the cut off for significance.  

Summary 

The researcher’s goal is to present an effective research design that will test the 

hypotheses and provide data regarding the research questions. Additionally, this study 

has the opportunity to expand the use and impact of the ALQ and PCQ-24 in the field of 

educational leadership. This study provides additional evidence to inform future research 

into performance and positive organizational behaviors as they relate to principal’s 

psychological capital and authentic leadership. This study can also serve to further the 

theory building of authentic leadership and psychological capital in general by expanding 

the findings to a population of Arizona principals.  
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CHAPTER 4. RESEARCH FINDINGS 

Purpose of the Study 

The purpose of this study is to test the reliability and validity of two instruments 

that have been used successfully in business organizations and recently have begun to be 

used in educational settings; one is designed to measure psychological capital and the 

other to measure authentic leadership behavior. This study tested these instruments in a 

population of Arizona secondary school principals. The goal of the study is to determine 

whether or not measures of psychological capital and authentic leadership are valid, 

reliable, and appropriate for further research in educational settings.  

Research Questions 

The study will empirically test the factor structure of the Psychological Capital 

Questionnaire and the Authentic Leadership Questionnaire within a population of 

Arizona public secondary school principals. This research also examines the reliability 

and validity of these instruments within this population. The following questions guided 

this study:  

1. Is the factor structure of the PsyCap Questionnaire consistent with the theoretical 

model?  

2. Is the factor structure of the Authentic Leadership Questionnaire consistent with 

the theoretical model? 

3. What are the internal consistencies (reliabilities) of the four purported scales and 

the overall reliability for each questionnaire? 
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4. Are there any significant mean differences in psychological capital or authentic 

leadership behavior given any of the principal characteristics or school 

demographics?  

5. What is the relationship between psychological capital and authentic leadership? 

Research Hypotheses 

Hypothesis 1: The theoretical factor structure will be a significantly better fit than 

either the one factor model or the four factor model for the PCQ-24.  

Null Hypothesis: There will not be a significant difference between the three 

factor models. 

Hypothesis 2: The theoretical factor structure will be a significantly better fit than 

either the one factor model or the four factor model for the ALQ.  

Null Hypothesis: There will not be a significant difference between the three 

factor models. 

Hypothesis 3: There will be a significant difference in psychological capital or 

authentic leadership based on principal characteristics or school demographics.  

Null hypothesis: There will not be a significant difference in psychological capital 

or authentic leadership based on principal characteristics or school demographics. 

Hypothesis 4: There will be a significant positive correlation between the PCQ-24 

and ALQ.  

Null Hypothesis: There will not be a positive correlation between PCQ-24 and ALQ. 

Sample Description 

A sample of 473 secondary principals was identified along with their email 

addresses from a list of Arizona Department of Education schools. Of the 473 email 
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addresses, 28 bounced and were unable to receive the survey. This left a sample of 445 

principals. Of the 445 principals who had the possibility of receiving the questionnaire 

155 total responded for a response rate of 34.8%. Of the 155 responses, two responded 

“No” to participate in the study, and one responded yes but answered no further 

questions. The total number of usable surveys for any of the demographic or survey 

questions was N=152. Of those participants the number of principals completing the 

PsyCap24 was N=149 and the number of principals completing the ALQ was N=147. 

Additionally, 76 respondents (49%) completed the survey without any reminders, and 79 

respondents (51%) completed the survey after one or more email reminders. A t-test was 

conducted to compare the means of the reminded group with the non-reminded group in 

order to test for potential sampling error bias. It was hypothesized that the efficacy of 

non-reminded participants may be higher than reminded participants, and therefore 

principals who chose not to complete the survey could be significantly lower in self-

efficacy. The results of the t-test showed no mean differences between reminded and non-

reminded groups with regard to self-efficacy t(147) = .547, p=.585. There were also no 

statistically significant mean differences in the PCQ-24 t(147) = 1.68, p=.094 or the ALQ 

t(145) = 1.462, p=.146. Therefore it is unlikely that non-responders are significantly 

different from the group of responders.  

Principal Background Information 

The majority of principals were Caucasian (non-Hispanic) representing 81.46% of 

the sample followed by Hispanic principals representing 12.58% and African American 

principals at 3.31% (see Table 4). The gender of the sample was split fairly evenly with 

44.67% of the sample being female and 55.33% male. The sample had a wide range of 
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ages with 5.26% of the sample less than 35 years old and 23.03% of the sample over the 

age of 54. Over 1/3 of the sample was between 40 and 49 years of age representing  

Table 4 

Principal Background Information Summary 

Principal Characteristic Answer Choices Percent N 

Ethnicity 

Caucasian (non-Hispanic) 81.46% 123 

Hispanic 12.58% 19 

African-American 3.31% 5 

Asian 0.00% 0 

Other 2.65% 4 

Total (N)  151 

Gender 

Female 44.67% 67 

Male 55.33% 83 

Total (N)  150 

Age 

Less than 35 years 5.26% 8 

35 to 29 years 16.45% 25 

40 to 44 years 17.76% 27 

45 to 49 years 19.08% 29 

50 to 54 years 18.42% 28 

More than 54 years 23.03% 35 

Total (N)  152 

Education Level 

Master’s Degree 82.89% 126 

Doctoral Degree 17.11% 26 

Total (N)  152 
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Years at Present School 

1 to 2 years 32.45% 49 

3 to 5 years 23.84% 36 

6 to 10 years  25.83% 39 

11 to 19 years 15.25% 23 

19+ years 2.65% 4 

Total (N)  151 

Years as a Principal 

1 to 2 years 23.03% 35 

3 to 5 years 21.71% 33 

6 to 10 years  28.95% 44 

11 to 15 years 16.45% 25 

16 to 18 4.61% 7 

19+ years 5.26% 8 

Total (N)  152 

 
    

36.8% of the sample. Over 17% of the sample had a doctoral degree and 32% had only 

been at their school 1-2 years. Over 25% of the principals were in the position of 

principal for over 10 years. See Table 3 for a summary of Principal Background 

Information. 

School Demographic Information 

School sizes ranged from fewer than 150, 3.95% of the sample, to schools with a 

population larger than 2500 students, 7.24% of the sample. The largest category of 

schools was 150-499 students making up 21.05% of the sample followed by schools with 

750-999 students representing 17.76% of the sample. The majority of schools identified 

their community as urban fringe/large town representing 43.42% of the sample, followed 
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by 39.47% identifying themselves as rural/small town. Free and reduced lunch 

populations at schools had 39.74% of responding schools with a 75% or greater 

population on free or reduced lunch. Minority student populations had the fewest schools 

with less than 20% minority students, representing 15.79% of schools and the largest 

category of schools (32.89%) were made up of 20-49% minority students. Schools also 

responded with many different grade configurations from K-8 representing 15.8% of the 

sample to 9-12 schools representing 46.1% of the sample.  

Table 5 

School Demographic Information Summary 

School Characteristic Answer Choices Percent N 

Size 

Fewer than 150 3.95% 6 

150-499 21.05% 32 

500-749 16.45% 25 

750-999 17.76% 27 

1000-1499 11.84% 18 

1500-1999 15.13% 23 

2000-2500 6.58% 10 

2500 or more 7.24% 11 

Community Type 

Central City 17.11% 26 

Urban fringe/large town 43.42% 66 

Rural/small town 39.47% 60 

 Total   152 

Minority Enrollment 
Less than 20% 15.79% 24 

20%-49% 32.89% 50 
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50-74% 20.39% 31 

75% or more 30.92% 47 

 Total  152 

Free/Reduced Lunch 

Less than 20% 9.93% 15 

20%-49% 20.53% 31 

50%-74% 29.80% 45 

75% or more 39.74% 60 

Total  151 

Grades 

K-8 15.8% 24 

4-8 1.3% 2 

5-8 3.3% 5 

6-8 19.7% 30 

7-8 9.9% 15 

K-12 2.0% 3 

7-12 2.0% 3 

 9-12 46.1% 70 

 Total  152 

 

Findings 

Research Question 1 

Is the factor structure of the PsyCap Questionnaire consistent with the theoretical 

model? 

Hypothesis 1: The theoretical factor structure will be a significantly better fit 

than either the one factor model or the four factor model for the PCQ-24  
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Null Hypothesis: There will not be a significant difference between the three 

factor models. 

A Confirmatory Factor Analysis (CFA) with AMOS maximum likelihood 

procedure (Arbuckle, 2013) was conducted on each of the three models: a 1 factor model, 

a 4 factor model, and a theoretical model in which the four factors load onto a latent 

factor called Psychological Capital. Absolute fit indices were calculated for each model. 

RMSEA was .089, .069, .070 respectively. None of these values met the criteria for a 

good model fit of .06 (Hu & Bentler, 1999). The SRMR was also calculated yielding 

values of .0775, .0690, and .070 respectively. Based on a .08 cutoff value for SRMR all 3 

models met acceptable criteria (Hu & Bentler, 1999).  

The study also employed multiple incremental fit indexes, which evaluates model 

fit by comparing the measured model to a baseline model. The CFI for each model was 

.772, .867, and .864 respectively. The TLI for each model was .752, .811, and .809 

respectively. The GFI for each model was .751, .851, and .849 respectively. None of 

these values meet the criteria for good fit which should be above .95 (Hu & Bentler, 

1999).  

Additionally the model fit was evaluated using chi-square (χ2) and the ratio of the 

differences in chi-square to the differences in degrees of freedom (χ2/df). For χ2/df a ratio 

of less than 3.00 was interpreted as a good fit (Kline, 2005). All 3 models met the criteria 

for good fit with 2.184, 1.707, and 1.717 respectively. See Table 6 for a summary of all 

goodness of fit indicators for each measurement model.  
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In testing Hypothesis 1, the theoretical model was evaluated based on the change 

in χ2 and the change in degrees of freedom. It was determined that both the 4 factor model 

and the theoretical model had a significantly better fit than the 1 factor model based on 

the change in χ2 130.451 with 6 degrees of freedom and 124.629 with 4 degrees of 

freedom respectively (p<.05). However, there was not a statistically significant difference 

between the 4 factor model and the theoretical model ∆ χ2= 5.822 with 2 degrees of 

freedom just below the critical value of 5.99 for significance. While not significant, the 4 

factor model was actually a better fit than the theoretical model based on all goodness of 

fit indicators. Therefore the theoretical model is not a significantly better fit than the 4 

factor model, and the null hypothesis cannot be rejected. See Figure 3 for each calculated 

factor model.  

Table 6 

PsyCap Goodness of Fit Indicators Summary 

Measurement 
Model χ2 df χ2/df ∆ χ2 CFI TLI GFI RMSEA SRMR 

1 Factor 550.423 252 2.184  .772 .751 .752 .089 .0775 

4 Factor 419.972 246 1.707 130.451 .867 .851 .811 .069 .0690 

Theoretical 425.794 248 1.717 124.629 .864 .849 .809 .070 .070 
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Figure 3. Calculated models for each of the 3 factor structures tested for the 
Psychological Capital Questionnaire-24 
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Research Question 2 

Is the factor structure of the Authentic Leadership Questionnaire consistent with 

the theoretical model? 

Hypothesis 2: The theoretical factor structure will be a significantly better fit 

than either the one factor model or the four factor model for the ALQ.  

Null Hypothesis: There will not be a significant difference between the three 

factor models. 

A Confirmatory Factor Analysis (CFA) with AMOS maximum likelihood 

procedure (Arbuckle, 2013) was conducted on each of the three models: a 1 factor model, 

a 4 factor model, and a theoretical model in which the four factors load onto a latent 

factor called Authentic Leadership. Absolute fit indices were calculated for each model. 

RMSEA was .094, .067, .076 respectively. None of these values met the criteria for a 

good model fit of .06 (Hu & Bentler, 1999). The SRMR was also calculated yielding 

values of .0839, .0678, and .0750 respectively. Based on a .08 cutoff value for SRMR the 

4 factor model and theoretical model met acceptable criteria (Hu & Bentler, 1999).  

The study also employed multiple incremental fit indexes, which evaluates model 

fit by comparing the measured model to a baseline model. The CFI for each model was 

.769, .891, and .857 respectively. The TLI for each model was .733, .866, and .829 

respectively. The GFI for each model was .818, .881, and .867 respectively. None of 

these values meet the criteria for good fit which should be above .95 (Hu & Bentler, 

1999).  

Additionally the model fit was evaluated using chi-square (χ2) and the ratio of the 

differences in chi-square to the differences in degrees of freedom (χ2/df). For χ2/df a ratio 
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of less than 3.00 was interpreted as a good fit (Kline, 2005). All 3 models met the criteria 

for good fit with 2.302, 1.654, and 1.836 respectively. See Table 7 for a summary of all 

goodness of fit indicators for each measurement model.  

 

In testing Hypothesis 2 the theoretical model was evaluated based on the change 

in χ2 and the change in degrees of freedom. It was determined that both the 4 factor model 

and the theoretical model had a significantly better fit than the 1 factor model based on 

the change in χ2 =77.38 with 6 degrees of freedom and 55.586 with 4 degrees of freedom 

respectively (p<.05). There was also a significant difference between the four factor 

model and the theoretical model ∆ χ2= 21.516 with 2 degrees of freedom (p<.05). While 

the difference is significant the 4 factor model was actually a better fit for the data than 

the theoretical model. Therefore the theoretical model is not a significantly better fit than 

the 4 factor model and the null hypothesis cannot be rejected. See Figure 4 for each 

calculated model.  

Table 7 

ALQ Goodness of Fit Indicators Summary 

Measurement 
Model χ2 df χ2/df ∆ χ2 CFI TLI GFI RMSEA SRMR 

1 Factor 239.423 104 2.302  .769 .733 .818 .094 .0839 

4 Factor 162.043 98 1.654 77.38 .891 .866 .881 .067 .0678 

Theoretical 183.559 100 1.836 55.586 .857 .829 .867 .076 .0750 
Note.  ∆ χ2 was calculated by comparing χ2 of the 4 factor model and the theoretical model to the 1 factor 
model. 
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Figure 4. Calculated models for each of the 3 factor structures tested for the Authentic 
Leadership Questionnaire  
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Research Question 3 

What are the internal consistencies (reliabilities) of the four purported scales and 

the overall reliability for each questionnaire? 

Data for this question was analyzed by calculating Cronbach alpha measures for 

each of the subscales as well as the overall instruments in both the PCQ-24 and the ALQ. 

Acceptable alpha values for the subscales were expected to be greater than .70 and 

greater than .80 for each instrument (Cortina, 1993). Both overall instruments were 

reliable with the PCQ-24 α=.90 and the ALQ α=.84. Additionally, for the PsyCap all of 

the subscales were above the acceptable cut off α=.70. However, several of the subscales 

showed low reliabilities. In the Authentic Leadership Questionnaire, 3 of the subscales 

were below the acceptable cut off,  Transparency, Self-Awareness, and Balanced 

Processing with α=.67, .67, and .60 respectively. See Table 8 and Table 9 for a complete 

listing of reliabilities.  

Table 8 

Reliabilities of Psychological Capital and Subscales 

N Scale Number of Items Cronbach’s Alpha 

149 PsyCap 24 .90 

149 Self-Efficacy 6 .80 

149 Hope 6 .83 

149 Resilience 6 .70 

149 Optimism 6 .76 
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Table 9 

Reliabilities of Authentic Leadership and Subscales 

N Scale Number of Items Cronbach’s Alpha 

147 ALQ 16 .84 

147 Transparency 5 .67 

147 Self-Awareness 3 .67 

147 Ethical/Moral 4 .75 

147 Balanced Processing 4 .60 

 

Research Question 4 

Are there any significant mean differences in PsyCap or authentic leadership 

behavior given any of the principal characteristics or school demographics?  

Hypothesis 3: There will be a significant mean difference in psychological 

capital or authentic leadership based on principal characteristics or school 

demographics.  

Null hypothesis: There will not be a significant mean difference in 

psychological capital or authentic leadership based on principal characteristics or 

school demographics. 

One way Analysis of Variance tests (ANOVA’s) were conducted to test for mean 

differences in PsyCap and authentic leadership overall and sub scores as dependent 

variables when examined using both school and principal demographic variables as 

independent factors (IBM Corporation, 2013). All participants who did not complete the 

PsyCap or the ALQ were removed from the analysis. Additionally the categories of 16-19 

years as principal and more than 19 years as principal were combined into a single 
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category of more than 16 years as a principal for the ANOVA analysis due to a relatively 

small N in both categories relative to the other age ranges. A p<.05 was used for 

significance to identify if there were any significant differences in ALQ or PCQ-24 based 

on demographic information. When a significant F value was determined p< .05, then a 

Tukey HSD post hoc test was conducted to determine if statistically significant mean 

differences existed (IBM Corporation, 2013).  

PCQ-24 principal demographic results. In examining the PCQ-24, there were 

several principal demographic factors that yielded significant results. The number of 

years in the role of principal was a statistically significant factor for efficacy, hope, and 

overall PsyCap. Efficacy was [F(4, 144) = 5.153, p = .001], hope was [F(4, 144) = 3.487, 

p = .009], and overall PsyCap was [F(4, 144) = 2.706, p = .033]. A Tukey HSD test was 

conducted post hoc and determined that the 1-2 year principals (M=30.74, SD=2.41) 

were significantly lower in self-efficacy than all other principal groups (M=32.37, 

SD=2.75). In the subscale of hope, 1-2 year principals (M=30.06, SD=3.08) were 

significantly lower than 6-10 year principals (M=32.33, SD=2.66) and 11-15 year 

principals (M=32.38, SD=2.83). In overall PsyCap, the 1-2 year principals (M=119.69, 

SD=9.28) were significantly lower than the 6-10 year principals (M=126.74, SD=9.85).  

Education level was statistically significant for efficacy, hope, and overall PsyCap 

[F(1, 147) = 9.583, p = .002], [F(1, 147) = 5.919, p = .016], and [F(1, 147) = 5.633, p = 

.019] respectively. Doctoral level principals had significantly higher means (M=33.85, 

SD=2.48), (M=32.85, SD=3.14), (M=128.35, SD=9.39) than Master’s level principals 

(M=32.06, SD=2.72), (M=31.22, SD=3.25), (M=123.14, SD=10.32) in efficacy, hope, 
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and overall PsyCap. Because education level was a two group test, no post hoc test was 

necessary.  

The principal demographic factors of years at present school, gender, ethnicity, 

and age showed no significant mean differences in any of the subscales or overall 

PsyCap. Age of principal was significant in the sub scale of efficacy [F(5,140) = 2.594, p 

= .028]; however, the Tukey HSD post hoc test yielded no significant differences 

between means. See Tables 10-15 for ANOVA results for each scale and each principal 

demographic factor.  

Table 10 

One-Way Analysis of Variance of Psychological Capital and Subscales by Years as Principal 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 140.576 4 35.144 5.153 .001 

Within Groups 982.122 144 6.820   

Total 1122.698 148    

HOPE 
Between Groups 129.577 4 32.394 3.487 .009 

Within Groups 1337.671 144 9.289   

Total 1467.248 148    

RESILIENCE 
Between Groups 34.254 4 8.563 .815 .517 

Within Groups 1512.713 144 10.505   

Total 1546.966 148    

OPTIMISM 
Between Groups 68.336 4 17.084 1.497 .206 

Within Groups 1643.825 144 11.415   

Total 1712.161 148    

PSYCAP 
Between Groups 1102.709 4 275.677 2.706 .033 

Within Groups 14671.962 144 101.889   

Total 15774.671 148    
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Table 11 

One-Way Analysis of Variance of Psychological Capital and Subscales by Ethnicity of Principal 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 9.134 3 3.045 .398 .755 

Within Groups 1102.136 144 7.654   

Total 1111.270 147    

HOPE 
Between Groups 18.762 3 6.254 .624 .600 

Within Groups 1442.177 144 10.015   

Total 1460.939 147    

RESILIENCE 
Between Groups 10.208 3 3.403 .320 .811 

Within Groups 1530.244 144 10.627   

Total 1540.453 147    

OPTIMISM 
Between Groups 20.319 3 6.773 .577 .631 

Within Groups 1690.188 144 11.737   

Total 1710.507 147    

PSYCAP 
Between Groups 152.153 3 50.718 .468 .705 

Within Groups 15618.300 144 108.460   

Total 15770.453 147    
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Table 12 

One-Way Analysis of Variance of Psychological Capital and Subscales by Education Level of 
Principal 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 68.712 1 68.712 9.583 .002 

Within Groups 1053.986 147 7.170   

Total 1122.698 148    

HOPE 
Between Groups 56.791 1 56.791 5.919 .016 

Within Groups 1410.458 147 9.595   

Total 1467.248 148    

RESILIENCE 
Between Groups 9.308 1 9.308 .890 .347 

Within Groups 1537.659 147 10.460   

Total 1546.966 148    

OPTIMISM 
Between Groups 27.577 1 27.577 2.406 .123 

Within Groups 1684.584 147 11.460   

Total 1712.161 148    

PSYCAP 
Between Groups 582.136 1 582.136 5.633 .019 

Within Groups 15192.535 147 103.351   

Total 15774.671 148    
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Table 13 

One-Way Analysis of Variance of Psychological Capital and Subscales by Number of Years at a 
Particular School 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 24.549 4 6.137 .808 .522 

Within Groups 1086.722 143 7.599   

Total 1111.270 147    

HOPE 
Between Groups 62.120 4 15.530 1.588 .181 

Within Groups 1398.853 143 9.782   

Total 1460.973 147    

RESILIENCE 
Between Groups 28.290 4 7.072 .667 .616 

Within Groups 1516.542 143 10.605   

Total 1544.831 147    

OPTIMISM 
Between Groups 96.202 4 24.051 2.128 .080 

Within Groups 1615.879 143 11.300   

Total 1712.081 147    

PSYCAP 
Between Groups 600.084 4 150.021 1.414 .232 

Within Groups 15170.369 143 106.086   

Total 15770.453 147    
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Table 14 

One-Way Analysis of Variance of Psychological Capital and Subscales by Gender of Principal 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 13.498 1 13.498 1.772 .185 

Within Groups 1104.666 145 7.618   

Total 1118.163 146    

HOPE 
Between Groups 11.471 1 11.471 1.154 .284 

Within Groups 1441.236 145 9.940   

Total 1452.707 146    

RESILIENCE 
Between Groups 37.148 1 37.148 3.584 .060 

Within Groups 1502.988 145 10.365   

Total 1540.136 146    

OPTIMISM 
Between Groups 37.355 1 37.355 3.250 .074 

Within Groups 1666.822 145 11.495   

Total 1704.177 146    

PSYCAP 
Between Groups 371.244 1 371.244 3.512 .063 

Within Groups 15329.205 145 105.719   

Total 15700.449 146    
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Table 15 

One-Way Analysis of Variance of Psychological Capital and Subscales by Age of Principal 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 81.858 5 16.372 2.249 .053 

Within Groups 1040.840 143 7.279   

Total 1122.698 148    

HOPE 
Between Groups 92.507 5 18.501 1.925 .094 

Within Groups 1374.741 143 9.614   

Total 1467.248 148    

RESILIENCE 
Between Groups 16.576 5 3.315 .310 .906 

Within Groups 1530.391 143 10.702   

Total 1546.966 148    

OPTIMISM 
Between Groups 115.810 5 23.162 2.075 .072 

Within Groups 1596.351 143 11.163   

Total 1712.161 148    

PSYCAP 
Between Groups 872.442 5 174.488 1.674 .144 

Within Groups 14902.229 143 104.211   

Total 15774.671 148    
 

PCQ-24 school demographic results. In examining the PCQ-24, there were two 

demographic factors of schools that yielded significant results. The percentage of 

students on free and reduced lunch was a statistically significant value for optimism [F(3, 

144) = 3.788, p = .012]. A Tukey HSD post hoc test was conducted, and principals at 

schools with less than 20% free and reduced lunch populations showed significantly 

higher optimism (M=31.73, SD=4.11) than principals at schools with 50-74% free and 

reduced lunch populations (M=28.67, SD=3.82)  

The other factor that was significant was the percentage of minority enrollment at 

the school. A significant result was found for both optimism and overall PsyCap, 

[F(3,145) = 5.324, p = .002] and [F(3,145) = 3.000, p = .033] respectively. A Tukey HSD 

post hoc test was conducted, and principals at schools with less than 20% (M=31.43, 
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SD=3.00) and 20-49% minority enrollment (M=29.98, SD=3.34) had significantly higher 

mean optimism than schools with 50-75% minority enrollment (M=27.94, SD=3.48). 

Additionally, principals at schools with less than 20% minority enrollment had 

significantly higher overall PsyCap scores (M=128.13, SD=8.99) than principals at 

schools with 50-74% minority enrollment (M=119.97, SD=9.46).  

The school demographic factors of grades in the school, school size, and 

community type showed no significant mean differences in any of the subscales or 

overall PsyCap. See Tables 16-20 for ANOVA results for each scale and each principal 

demographic factor.  

Table 16 

One-Way Analysis of Variance of Psychological Capital and Subscales by Grades in School 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 41.538 5 8.308 1.099 .364 

Within Groups 1081.160 143 7.561   

Total 1122.698 148    

HOPE 
Between Groups 75.834 5 15.167 1.559 .176 

Within Groups 1391.414 143 9.730   

Total 1467.248 148    

RESILIENCE 
Between Groups 52.164 5 10.433 .998 .421 

Within Groups 1494.803 143 10.453   

Total 1546.966 148    

OPTIMISM 
Between Groups 35.178 5 7.036 .600 .700 

Within Groups 1676.983 143 11.727   

Total 1712.161 148    

PSYCAP 
Between Groups 629.637 5 125.927 1.189 .318 

Within Groups 15145.034 143 105.909   

Total 15774.671 148    
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Table 17 

One-Way Analysis of Variance of Psychological Capital and Subscales by School Size 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 20.077 6 3.346 .431 .857 

Within Groups 1102.621 142 7.765   

Total 1122.698 148    

HOPE 
Between Groups 64.224 6 10.704 1.083 .375 

Within Groups 1403.025 142 9.880   

Total 1467.248 148    

RESILIENCE 
Between Groups 72.739 6 12.123 1.168 .327 

Within Groups 1474.227 142 10.382   

Total 1546.966 148    

OPTIMISM 
Between Groups 134.084 6 22.347 2.011 .068 

Within Groups 1578.077 142 11.113   

Total 1712.161 148    

PSYCAP 
Between Groups 899.773 6 149.962 1.432 .207 

Within Groups 14874.899 142 104.753   

Total 15774.671 148    
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Table 18 

One-Way Analysis of Variance of Psychological Capital and Subscales by Community Type 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 1.420 2 .710 .092 .912 

Within Groups 1121.278 146 7.680   

Total 1122.698 148    

HOPE 
Between Groups 22.521 2 11.261 1.138 .323 

Within Groups 1444.727 146 9.895   

Total 1467.248 148    

RESILIENCE 
Between Groups 31.906 2 15.953 1.537 .218 

Within Groups 1515.060 146 10.377   

Total 1546.966 148    

OPTIMISM 
Between Groups 40.382 2 20.191 1.763 .175 

Within Groups 1671.779 146 11.451   

Total 1712.161 148    

PSYCAP 
Between Groups 245.591 2 122.795 1.154 .318 

Within Groups 15529.080 146 106.364   

Total 15774.671 148    
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Table 19 

One-Way Analysis of Variance of Psychological Capital and Subscales by Free/Reduced Lunch 
Population 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 17.440 3 5.813 .758 .520 

Within Groups 1104.857 144 7.673   

Total 1122.297 147    

HOPE 
Between Groups 21.842 3 7.281 .736 .532 

Within Groups 1424.989 144 9.896   

Total 1446.831 147    

RESILIENCE 
Between Groups 54.427 3 18.142 1.801 .150 

Within Groups 1450.573 144 10.073   

Total 1505.000 147    

OPTIMISM 
Between Groups 120.834 3 40.278 3.788 .012 

Within Groups 1531.355 144 10.634   

Total 1652.189 147    

PSYCAP 
Between Groups 702.905 3 234.302 2.288 .081 

Within Groups 14743.873 144 102.388   

Total 15446.777 147    
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Table 20 

One-Way Analysis of Variance of Psychological Capital and Subscales by Minority Student 
Enrollment 

Scale Source SS df MS F p 

EFFICACY 
Between Groups 30.061 3 10.020 1.330 .267 

Within Groups 1092.637 145 7.535   

Total 1122.698 148    

HOPE 
Between Groups 61.321 3 20.440 2.108 .102 

Within Groups 1405.927 145 9.696   

Total 1467.248 148    

RESILIENCE 
Between Groups 23.397 3 7.799 .742 .529 

Within Groups 1523.570 145 10.507   

Total 1546.966 148    

OPTIMISM 
Between Groups 169.880 3 56.627 5.324 .002 

Within Groups 1542.281 145 10.636   

Total 1712.161 148    

PSYCAP 
Between Groups 922.037 3 307.346 3.000 .033 

Within Groups 14852.634 145 102.432   

Total 15774.671 148    
 

ALQ principal demographic results. In examining the ALQ there were several 

principal demographic factors that yielded significant results. The number of years in the 

role of principal was a statistically significant factor for transparency, self-awareness, and 

overall authentic leadership. Transparency was [F(4, 142) = 3.901, p = .005], self-

awareness was [F(4, 142) = 5.148, p = .001], and authentic leadership was [F(4,142) = 

3.927, p = .005). A Tukey HSD test was conducted post hoc and determined that the 16+ 

year principals were significantly higher in transparency (M=17.67, SD=1.50) than 3-5 

year principals (M=15.58, SD=2.58) and 1-2 year principals (M=15.34, SD=2.72). The 

self-awareness of 1-2 year principals (M=8.63, SD=1.42) was significantly lower than 

16+ year principals (M=10.27, SD=1.28), 11-15 year principals (M=9.91, SD=1.38), and 
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6-10 year principals (M=9.60, SD=1.35). Overall authentic leadership in 16+ year 

principals (M=57.07, SD=4.01) was significantly higher than 1-2 year principals 

(M=51.37, SD=6.28). 

Principal’s age also showed significant differences in the ALQ. Principal’s age 

was statistically significant for all subscales and overall authentic leadership. See Table 

26 for the associated F and p values. A Tukey HSD post hoc test was done and revealed 

that the less than 35 year old group of principals was significantly lower in transparency 

(M=13.43, SD=3.31) than 45-49 year old principals (M=16.39, SD=2.04), 50-54 year old 

principals (M=16.23, SD=1.80), and 54+ year old principals (M=17.54, SD=1.56). In 

overall authentic leadership, less than 35 year old principals were significantly lower 

(M=46.00, SD=8.33) than 45-49 year old principals (M=54.36, SD=4.42), 50-54 year old 

principals (M=53.38, SD=3.92), and more than 54 year old principals (M=56.46, 

SD=4.38). The over 54 year old principals were also significantly higher in transparency 

(M=17.54, SD=1.56) than 35-39 year old principals (M=15.00, SD=2.81). Additionally, 

over 54 year old principals were significantly higher in self-awareness (M=10.06, 

SD=1.26) than less than 35 year old principals (M=8.00, SD=1.83) and 40-44 year old 

principals (M=8.96, SD=1.48). In the subscale of balanced processing, both the over 54 

year old principals (M=13.89, SD=1.66) as well as the 45-49 year old principals 

(M=13.54, SD=1.73) were significantly higher than the less than 35 year old principals 

(M=11.29, SD=2.36).  

The gender of the principal showed a significant difference in the moral/ethical 

subscale [F(1,145) = 5.128, p = .025). No post hoc test was needed as there were only 

two groups in this test. Female moral/ethical (M=14.94, SD=1.28) were significantly 
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higher than male principals (M=14.37, SD=1.65). There were no other significant 

differences between genders.  

The principal demographic factors of years at present school, education level, and 

ethnicity showed no significant mean differences in any of the subscales or overall 

authentic leadership. See Tables 21-26 for ANOVA results for each scale and each 

principal demographic factor.  

Table 21 

One-Way Analysis of Variance of Authentic Leadership and Subscales by Years as Principal 

Scale Source SS df MS F p 

TRANSPARENCY 
Between Groups 84.081 4 21.020 3.901 .005 

Within Groups 765.198 142 5.389   

Total 849.279 146    

SELF 
AWARENESS 

Between Groups 40.253 4 10.063 5.148 .001 

Within Groups 277.597 142 1.955   

Total 317.850 146    

MORAL/ETHICAL 
Between Groups 10.652 4 2.663 1.174 .325 

Within Groups 322.015 142 2.268   

Total 332.667 146    

BALANCED 
PROCESSING 

Between Groups 10.277 4 2.569 .834 .506 

Within Groups 437.329 142 3.080   

Total 447.605 146    

ALQ 
Between Groups 448.983 4 112.246 3.927 .005 

Within Groups 4058.527 142 28.581   

Total 4507.510 146    
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Table 22 

One-Way Analysis of Variance of Authentic Leadership and Subscales by Ethnicity of Principal 

Scale Source SS df MS F p 

TRANSPARENCY 
Between Groups .060 1 .060 .010 .920 

Within Groups 849.219 145 5.857   

Total 849.279 146    

SELF 
AWARENESS 

Between Groups .181 1 .181 .082 .774 

Within Groups 317.670 145 2.191   

Total 317.850 146    

MORAL/ETHICAL 
Between Groups 2.920 1 2.920 1.284 .259 

Within Groups 329.747 145 2.274   

Total 332.667 146    

BALANCED 
PROCESSING 

Between Groups 2.420 1 2.420 .788 .376 

Within Groups 445.185 145 3.070   

Total 447.605 146    

ALQ 
Between Groups .266 1 .266 .009 .926 

Within Groups 4507.244 145 31.084   

Total 4507.510 146    
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Table 23 

One-Way Analysis of Variance of Authentic Leadership and Subscales by Education Level of 
Principal 

Scale Source SS df MS F p 

TRANSPARENCY 
Between Groups .060 1 .060 .010 .920 

Within Groups 849.219 145 5.857   

Total 849.279 146    

SELF 
AWARENESS 

Between Groups .181 1 .181 .082 .774 

Within Groups 317.670 145 2.191   

Total 317.850 146    

MORAL/ETHICAL 
Between Groups 2.920 1 2.920 1.284 .259 

Within Groups 329.747 145 2.274   

Total 332.667 146    

BALANCED 
PROCESSING 

Between Groups 2.420 1 2.420 .788 .376 

Within Groups 445.185 145 3.070   

Total 447.605 146    

ALQ 
Between Groups .266 1 .266 .009 .926 

Within Groups 4507.244 145 31.084   

Total 4507.510 146    
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Table 24 

One-Way Analysis of Variance of Authentic Leadership and Subscales by Number of Years at 
Particular School 

Scale Source SS df MS F p 

TRANSPARENCY 
Between Groups 21.039 4 5.260 .895 .469 

Within Groups 828.201 141 5.874   

Total 849.240 145    

SELF 
AWARENESS 

Between Groups 13.336 4 3.334 1.557 .189 

Within Groups 302.006 141 2.142   

Total 315.342 145    

MORAL/ETHICAL 
Between Groups 10.612 4 2.653 1.168 .327 

Within Groups 320.135 141 2.270   

Total 330.747 145    

BALANCED 
PROCESSING 

Between Groups 3.369 4 .842 .272 .896 

Within Groups 437.185 141 3.101   

Total 440.555 145    

ALQ 
Between Groups 57.273 4 14.318 .457 .767 

Within Groups 4420.789 141 31.353   

Total 4478.062 145    
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Table 25 

One-Way Analysis of Variance of Authentic Leadership and Subscales by Gender of 
Principal 

Scale Source SS df MS F p 

TRANSPARENCY 

Between 
Groups 

4.961 1 4.961 .843 .360 

Within Groups 841.412 143 5.884   
Total 846.372 144    

SELF 
AWARENESS 

Between 
Groups 

.925 1 .925 .426 .515 

Within Groups 310.826 143 2.174   
Total 311.752 144    

MORAL/ETHICAL 

Between 
Groups 

11.499 1 11.499 5.128 .025 

Within Groups 320.639 143 2.242   
Total 332.138 144    

BALANCED 
PROCESSING 

Between 
Groups 

2.129 1 2.129 .695 .406 

Within Groups 438.009 143 3.063   
Total 440.138 144    

ALQ 

Between 
Groups 

64.630 1 64.630 2.101 .149 

Within Groups 4398.129 143 30.756   

Total 4462.759 144    
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Table 26 

One-Way Analysis of Variance of Authentic Leadership and Subscales by Age of Principal 

Scale Source SS df MS F p 

TRANSPARENCY 
Between Groups 154.623 5 30.925 6.277 .000 

Within Groups 694.655 141 4.927   

Total 849.279 146    

SELF 
AWARENESS 

Between Groups 34.206 5 6.841 3.401 .006 

Within Groups 283.644 141 2.012   

Total 317.850 146    

MORAL/ETHICAL 
Between Groups 24.419 5 4.884 2.234 .054 

Within Groups 308.248 141 2.186   

Total 332.667 146    

BALANCED 
PROCESSING 

Between Groups 42.899 5 8.580 2.989 .014 

Within Groups 404.706 141 2.870   

Total 447.605 146    

ALQ 
Between Groups 797.564 5 159.513 6.062 .000 

Within Groups 3709.947 141 26.312   

Total 4507.510 146    
       

ALQ school demographic results. In examining the ALQ, the only school 

demographic factor that had significant mean differences was community type. A 

significant result was found for transparency [F(2, 144), 3.20, p = .044] and moral/ethical 

[F(2,144), 3.08, p=.049] subscales. A Tukey post hoc test was conducted, and it was 

determined that principals in urban fringe/large towns had significantly higher means on 

the moral/ethical subscale (M=14.88, SD=1.31) than rural/small towns (M=14.23, 

SD=1.76). No significant differences were found on the transparency subscale.  

A significant F statistic was found in relation to school size[F(6,140) = 2.29, p = 

.039] as well; however, after conducting a Tukey HSD post hoc test, no significant mean 

differences were found.  
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There were no other demographic factors within schools that yielded significant 

mean differences. The school demographic factors of grades in the school, free and 

reduced lunch, and minority enrollment, showed no significant mean differences in any 

of the subscales or overall ALQ. See Tables 27-31 for each scale and each school 

demographic factor. 

Table 27 

One-Way Analysis of Variance of Authentic Leadership and Subscales by Grades in School 

Scale Source SS df MS F p 

TRANSPARENCY 
Between Groups 13.996 5 2.799 .473 .796 

Within Groups 835.282 141 5.924   

Total 849.279 146    

SELF 
AWARENESS 

Between Groups 15.254 5 3.051 1.422 .220 

Within Groups 302.596 141 2.146   

Total 317.850 146    

MORAL/ETHICAL 
Between Groups 6.577 5 1.315 .569 .724 

Within Groups 326.090 141 2.313   

Total 332.667 146    

BALANCED 
PROCESSING 

Between Groups 14.205 5 2.841 .924 .467 

Within Groups 433.401 141 3.074   

Total 447.605 146    

ALQ 
Between Groups 83.652 5 16.730 .533 .751 

Within Groups 4423.858 141 31.375   

Total 4507.510 146    
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Table 28 

One-Way Analysis of Variance of Authentic Leadership and Subscales by School Size 

Scale Source SS df MS F p 

TRANSPARENCY 
Between Groups 42.396 6 7.066 1.226 .297 

Within Groups 806.883 140 5.763   

Total 849.279 146    

SELF 
AWARENESS 

Between Groups 11.266 6 1.878 .857 .528 

Within Groups 306.585 140 2.190   

Total 317.850 146    

MORAL/ETHICAL 
Between Groups 29.675 6 4.946 2.285 .039 

Within Groups 302.992 140 2.164   

Total 332.667 146    

BALANCED 
PROCESSING 

Between Groups 17.906 6 2.984 .972 .446 

Within Groups 429.699 140 3.069   

Total 447.605 146    

ALQ 
Between Groups 268.252 6 44.709 1.476 .190 

Within Groups 4239.258 140 30.280   

Total 4507.510 146    
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Table 29 

One-Way Analysis of Variance of Authentic Leadership and Subscales by Community Type 

Scale Source SS df MS F p 

TRANSPARENCY 
Between Groups 36.139 2 18.069 3.200 .044 

Within Groups 813.140 144 5.647   

Total 849.279 146    

SELF 
AWARENESS 

Between Groups .432 2 .216 .098 .907 

Within Groups 317.419 144 2.204   

Total 317.850 146    

MORAL/ETHICAL 
Between Groups 13.631 2 6.815 3.076 .049 

Within Groups 319.036 144 2.216   

Total 332.667 146    

BALANCED 
PROCESSING 

Between Groups 2.885 2 1.442 .467 .628 

Within Groups 444.721 144 3.088   

Total 447.605 146    

ALQ 
Between Groups 96.988 2 48.494 1.583 .209 

Within Groups 4410.522 144 30.629   

Total 4507.510 146    
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Table 30 

One-Way Analysis of Variance of Authentic Leadership and Subscales by Free/Reduced Lunch 
Population 

Scale Source SS df MS F p 

TRANSPARENCY 
Between Groups 25.874 3 8.625 1.489 .220 

Within Groups 822.756 142 5.794   

Total 848.630 145    

SELF 
AWARENESS 

Between Groups 4.190 3 1.397 .633 .595 

Within Groups 313.481 142 2.208   

Total 317.671 145    

MORAL/ETHICAL 
Between Groups 8.015 3 2.672 1.194 .314 

Within Groups 317.745 142 2.238   

Total 325.760 145    

BALANCED 
PROCESSING 

Between Groups 11.950 3 3.983 1.333 .266 

Within Groups 424.331 142 2.988   

Total 436.281 145    

ALQ 
Between Groups 79.144 3 26.381 .852 .468 

Within Groups 4396.884 142 30.964   

Total 4476.027 145    
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Table 31 

One-Way Analysis of Variance of Authentic Leadership and Subscales by Minority Student 
Enrollment 

Scale Source SS df MS F p 

TRANSPARENCY 
Between Groups 9.328 3 3.109 .529 .663 

Within Groups 839.951 143 5.874   

Total 849.279 146    

SELF 
AWARENESS 

Between Groups 5.838 3 1.946 .892 .447 

Within Groups 312.012 143 2.182   

Total 317.850 146    

MORAL/ETHICAL 
Between Groups 7.102 3 2.367 1.040 .377 

Within Groups 325.565 143 2.277   

Total 332.667 146    

BALANCED 
PROCESSING 

Between Groups 6.168 3 2.056 .666 .574 

Within Groups 441.437 143 3.087   

Total 447.605 146    

ALQ 
Between Groups 41.973 3 13.991 .448 .719 

Within Groups 4465.537 143 31.228   

Total 4507.510 146    
 

Research Question 5 

What is the relationship between psychological capital and authentic leadership? 

Hypothesis 4: There will be a significant positive correlation between the 

PCQ-24 and ALQ.  

Null Hypothesis: There will not be a positive correlation between PCQ-24 

and ALQ. 

A Pearson product-moment calculation was performed to examine the 

relationship between the PCQ-24 and ALQ as well as all of the subscales. Significant 

positive correlations were found between all of the subscales as well as the overall 

measures. Additionally, larger correlations were evident within the instrument subscales 
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when compared to the between instrument subscales. For example, self-efficacy was 

more highly correlated with hope, resilience, and optimism than it was to transparency, 

self-awareness, moral/ethical, and balanced processing. All correlations were significant 

p<.05. See Table 10 for all of the subscale correlations. 

Table 32  

Pearson Correlations between the ALQ and PCQ-24 including all subscales 

 SCALE EFFICACY HOPE RESILIENCE OPTIMISM PSYCAP TRANSPARENCY AWARENESS ETHICAL BALANCED ALQ 

 EFFICACY 1 .907** .831** .815** .941** .614** .646** .655** .649** .689** 

HOPE .907** 1 .871** .859** .964** .553** .625** .640** .618** .652** 

RESILIENCE .831** .871** 1 .839** .938** .578** .589** .621** .614** .647** 

 OPTIMISM .815** .859** .839** 1 .931** .617** .646** .680** .663** .701** 

PSYCAP .941** .964** .938** .931** 1 .626** .664** .688** .674** .712** 

TRANSPARENCY .614** .553** .578** .617** .626** 1 .771** .836** .816** .939** 

 AWARENESS .646** .625** .589** .646** .664** .771** 1 .761** .833** .892** 

ETHICAL .655** .640** .621** .680** .688** .836** .761** 1 .830** .930** 

BALANCED .649** .618** .614** .663** .674** .816** .833** .830** 1 .936** 

 ALQ .689** .652** .647** .701** .712** .939** .892** .930** .936** 1 

 Note. ** Correlation is significant at the 0.01 level (1-tailed). 
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 CHAPTER 5. DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS  

Introduction 

This study presents research on the Psychological Capital Questionnaire and the 

Authentic Leadership Questionnaire in a sample of Arizona secondary school principals. 

These instruments have a tested and established validity and reliability in the business 

sector along with supporting evidence that they are linked to performance results. In 

education these instruments are beginning to be used; however, the validity, reliability, 

and appropriateness of these instruments in educational leadership are still in their 

infancy.  This study provides a critical link in connecting a rich literature review that 

combines positive leadership, positive organizational change, and positive psychology 

and places authentic leadership and psychological capital as central constructs for 

effective school leadership that elicits positive organizational change. In addition, this 

study takes a small empirical step toward effectively utilizing these instruments with 

school leaders. This final chapter restates the research problem and reviews the research 

design used. It continues with a summarization of results from the study, connections to 

the literature review, implications for leadership practices, and suggestions for future 

research. 

Statement of the Problem 

The purpose of this study was to test the reliability and validity of two instruments 

that have been used successfully in business organizations and have recently begun to be 

used in educational settings; one was designed to measure psychological capital and the 

other to measure authentic leadership behavior. This study tested these instruments in a 

population of Arizona secondary school principals. The goal of the study was to 
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determine whether or not measures of psychological capital and authentic leadership are 

valid, reliable, and appropriate for further research in educational settings.  

Research Design and Procedures 

A quantitative research methodology was utilized. Previous studies using the 

PCQ-24 and ALQ demonstrated that these measures were valid and reliable across 

samples in various business areas as well as initial studies with educators and provided 

baseline data to compare these measures with a sample of Arizona secondary school 

principals. This study also employed a confirmatory factor analysis with regard to both 

the PCQ-24 and ALQ. There is theory and research that specifies a particular factor 

structure for both of these measures, and therefore it was appropriate to test the data from 

the new population of secondary school principals using a confirmatory factor analysis as 

opposed to an exploratory factor analysis (Henson & Roberts, 2006). The confirmatory 

factor analysis quantitatively examined the goodness of fit between the data collected 

from Arizona secondary school principals, and the predefined factor structure supported 

by previous theory and research.  

 Data for this study were gathered from the voluntary participation of secondary 

school principals in Arizona. Demographic information regarding each school and 

principal was collected and mean differences were analyzed to see if these demographic 

variables showed a significant difference in measures of psychological capital and 

authentic leadership. Survey and demographic data collected from the questionnaires 

were entered into SPSS and coded appropriately. See Table 3 for a list of variable 

definitions and values. This data was then used with AMOS version 22 using a graphical 
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user interface to express the CFA models and determine goodness of fit as well as 

relative fit of the nested models described in the research questions (Arbuckle, 2013).  

Research Questions 

The study empirically tested the factor structure of the Psychological Capital 

Questionnaire and the Authentic Leadership Questionnaire within a population of 

Arizona public secondary school principals. This research also examined the reliability 

and validity of these instruments within this population. The following questions guided 

this study:  

1. Is the factor structure of the PsyCap Questionnaire consistent with the 

theoretical model?  

2. Is the factor structure of the Authentic Leadership Questionnaire 

consistent with the theoretical model? 

3. What are the internal consistencies (reliabilities) of the four purported 

scales and the overall reliability for each questionnaire? 

4. Are there any significant mean differences in PsyCap or authentic 

leadership behavior given any of the principal characteristics or school 

demographics?  

5. What is the relationship between psychological capital and authentic 

leadership? 

Research Hypotheses 

Hypothesis 1: The theoretical factor structure will be a significantly better fit than 

either the one factor model or the four factor model for the PCQ-24.  
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Null Hypothesis: There will not be a significant difference between the three 

factor models. 

Hypothesis 2: The theoretical factor structure will be a significantly better fit than 

either the one factor model or the four factor model for the ALQ.  

Null Hypothesis: There will not be a significant difference between the three 

factor models. 

Hypothesis 3: There will be a significant difference in psychological capital or 

authentic leadership based on principal characteristics or school demographics.  

Null hypothesis: There will not be a significant difference in psychological capital 

or authentic leadership based on principal characteristics or school demographics. 

Hypothesis 4: There will be a significant positive correlation between the PCQ-24 

and ALQ.  

Null Hypothesis: There will not be a positive correlation between PCQ-24 and 

ALQ. 

Discussion of Findings 

 The findings presented are related to each research question. Each question is 

restated along with key findings, connections to the literature review, and implications for 

future research.  

Research Question 1 

Is the factor structure of the PsyCap Questionnaire consistent with the theoretical 

model? 
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Hypothesis 1: The theoretical factor structure will be a significantly better fit 

than either the one factor model or the four factor model for both the PCQ-24 and 

the ALQ.  

Null Hypothesis: There will not be a significant difference between the three 

factor models. 

The factor structure of the PsyCap Questionnaire was not consistent with the 

theoretical model. While the theoretical model was a better fit than the 1 factor model, 

the theoretical model was actually not as good a fit as the four factor correlated model 

based on all goodness of fit criteria. This is not consistent with previous literature on the 

PCQ-24 as F. Luthans, Avolio, Avey, et al. (2007) found  adequate fit using CFA and the 

predicted theoretical model in management students and different business sector 

populations. It is likely that the smaller sample size negatively impacted the incremental 

fit indexes such as GFI, TLI, and CFI. However, the more interesting question is why the 

correlated four factor model was a better fit than the theoretical model. Reviewing some 

of the original work indicated that the PsyCap was not compared to a four factor 

correlated model but rather to three factor models where two of the subscales were 

combined (F. Luthans, Avolio, Avey, et al., 2007). A cursory look at the data revealed 

that in a 3 factor model in which two of the subscales are combined, the theoretical model 

does perform better on all goodness of fit indicators consistent with previous literature. 

However, this does not negate the reality that in this population support was not found for 

the theoretical model, and it is worth investigating this result further in the population of 

secondary school principals with a larger sample size. All of the data suggest that a 

correlated four factor model is more representative of the data than an underlying latent 

254 
 



     

factor referred to as PsyCap which is inconsistent with the theoretical basis. The 

goodness of fit across indicators is significantly lower than those indicators found in 

other populations and samples (Caza et al., 2010; F. Luthans, Avolio, Avey, et al., 2007; 

Shapira-Lishchinsky & Tsemach, 2014). Therefore, additional research is needed to 

determine if this result is an anomaly of a reduced sample size or if there are some 

modifications necessary in the instrument when working with principals. 

 Additionally, it is worth conducting an item analysis of the PCQ-24 within a 

population of secondary school principals. There are several indicators with factor 

loadings that are below .6, which may be reducing the fit of the model. It is worth 

discerning whether or not these questions are appropriate in a population of secondary 

school principals or if wording changes are necessary to yield better results when using 

this instrument in an educator population. Also, given the loadings of some items, it may 

be worth considering removing the items all together when working with this population 

if this data is consistent in future studies. Examination of the modification indices as well 

as the standardized residual covariances will also bring greater insight into why model fit 

is not as high as expected and possible remedies to improve model fit. Also, calculating 

composite reliability, average variance extracted, maximum shared variance and average 

shared variance would allow for establishing convergent and discriminant validity, as 

well as reliability in the CFA (Hair, Black, Babin, & Anderson, 2010). This would be an 

important next step in establishing the reliability and validity of the PCQ-24 within a 

population of secondary school principals.  
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Research Question 2 

Is the factor structure of the Authentic Leadership Questionnaire consistent with 

the theoretical model? 

Hypothesis 2: The theoretical factor structure will be a significantly better fit 

than either the one factor model or the four factor model for the ALQ.  

Null Hypothesis: There will not be a significant difference between the three 

factor models. 

The factor structure of the Authentic Leadership Questionnaire was not consistent 

with the theoretical model. While the theoretical model was a better fit than the 1 factor 

model, the theoretical model was actually not as good a fit as the four factor model based 

on all goodness of fit criteria. In fact the four factor model was a significantly better fit 

than the theoretical model when comparing the change in chi square and degrees of 

freedom. This is not consistent with previous literature on the ALQ in work samples both 

in the United States as well as China (Walumbwa et al., 2008). In both of these previous 

studies, the workers were rating their supervisors so the fact that this study allowed 

principals to rate themselves on their authentic leadership may be an issue with the self-

report instrument. It would seem that connecting principal self-report data to employee 

ratings may be a more appropriate strategy to evaluate this measure of authentic 

leadership in principals. However, it is still perplexing that the four factor model was a 

better fit than the theoretical model in this population. This does not support the previous 

theory building of the authentic leadership construct and is worth further examination 

within the population of secondary school principals.  
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Additionally it is worth conducting an item analysis of the ALQ within a 

population of secondary school principals. There are several indicators with factor 

loadings below .6, which may be reducing the fit of the model. In particular, not one of 

the indicators loaded above .6 on the sub scale of balanced processing. This is concerning 

and needs to be investigated if this measure is to be applied to principals. It is worth 

discerning whether or not these questions are appropriate in a population of secondary 

school principals or if wording changes are necessary to yield better results when using 

this instrument in an educator population. Previous work in the Israeli school system 

yielded a good fit using the ALQ although once again the study used teacher reports of 

the ALQ not principal self-reports (Shapira-Lishchinsky & Tsemach, 2014). 

Additionally, the researchers did omit two items on the ALQ that they felt were 

inconsistent with teacher perceptions in the Israeli school system. Another study by Fox 

(2011) used the ALQ and connected it to teacher trust; however, no confirmatory factor 

analysis was done, and this study also used teacher reports of principals’ observed 

authentic leadership behavior.  

Given the data of the current study and the fact that previous studies did not use 

the ALQ self-report instrument, leads to significant questions as to whether a self-report 

measure of authentic leadership in a population of principals is appropriate and valid. A 

review of the items and a reworking of the questionnaire, as well as validation with 

observer reported authentic leadership, seems prudent in moving forward with this 

instrument within a population of secondary school principals. Additionally, the same 

recommendations discussed previously with the PsyCap instrument seem prudent. 

Examination of the modification indices as well as the standardized residual covariances 
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will bring greater insight into why model fit is not as high as expected and possible 

remedies to improve model fit. Also, by calculating composite reliability, average 

variance extracted, maximum shared variance, and average shared variance would allow 

for establishing convergent and discriminant validity, as well as reliability in the CFA 

(Hair et al., 2010). These are important next steps in establishing the reliability and 

validity of the ALQ within a population of secondary school principals.  

Research Question 3 

What are the internal consistencies (reliabilities) of the four purported scales and 

the overall reliability for each questionnaire? 

Cronbach alpha measures for each of the subscales as well as the overall 

instruments in both the PCQ-24 and the ALQ were calculated. Acceptable alpha values 

for the subscales were expected to be greater than .70 and greater than .80 for each 

instrument (Cortina, 1993). Both overall instruments were reliable with the PCQ-24 

α=.90 and the ALQ α=.84. This gives strong support that the overall instruments are 

reliable within a population of secondary school principals. Additionally, all of the 

subscales on the PCQ-24 met the acceptable standard of reliability (Cortina, 1993). This 

provides strong support that the PCQ-24 is a reliable measure for use in education. 

In the Authentic Leadership Questionnaire, three of the subscales were below the 

acceptable cut off, Transparency, Self-Awareness, and Balanced Processing with α = .67, 

.67, and .60 respectively. The value for balanced processing is particularly concerning at 

.60. This provides further concern as to whether this particular subscale is appropriate as 

written within a population of secondary school principals.  
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Previous studies have shown reliabilities consistent with the reliabilities 

determined for the PsyCap24; however, the reliability for the ALQ was much lower than 

previously tested (Caza et al., 2010; Fox, 2011; Newman, Ucbasaran, Zhu, & Hirst, 2014; 

Shapira-Lishchinsky & Tsemach, 2014). This is potentially a result of the self-report 

ALQ version rather than using observer reports of ALQ as in these previous studies. This 

provides a significant question mark as to whether this self-report version should be used 

with this population.  

Research Question 4 

Are there any significant mean differences in PsyCap or authentic leadership 

behavior given any of the principal characteristics or school demographics?  

Hypothesis 3: There will be a significant difference in psychological capital 

or authentic leadership based on principal characteristics or school demographics.  

Null hypothesis: There will not be a significant difference in psychological 

capital or authentic leadership based on principal characteristics or school 

demographics. 

In examining the PCQ-24 there were two principal demographic factors that 

yielded significant results. Education level and number of years as a principal were 

statistically significant p<.05 for efficacy, hope and overall PsyCap. This result is 

interesting as PsyCap is predicted to be a developable construct. In other words 

psychological capital can be intentionally taught, developed, and ultimately deployed for 

the benefit of individuals and organizations. Two studies using an experimental pretest, 

posttest design demonstrated that psychological capital can be developed (F. Luthans et 

al., 2006; F. Luthans, Avey, & Patera, 2008). Both programs demonstrated a significant 
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increase in PsyCap based on the PCQ-24 measure. The interventions focused on 

developing all four psychological components using research-based development 

strategies to increase each factor. Setting goals, identifying pathways to goals, modeling, 

building confidence, and dealing with setbacks are included in the training in an effort to 

generally enhance the PsyCap of participants (F. Luthans et al., 2006).  

Interestingly, these same skills seem inherent in the process of achieving a 

doctorate. Students who cannot set goals, identify pathways to goals, and deal with 

setbacks never make it through the dissertation process. As the researcher is personally 

engaged in the process of achieving a doctorate, this makes sense as many in the doctoral 

cohort have self-selected out, but those who finish seem to have very high hope in terms 

of both willpower and “waypower” in order to persevere and ultimately achieve the 

degree. Future research into the impact of doctoral work and the development of 

psychological capital could be a meaningful benefit of principals pursuing an advanced 

degree especially if psychological capital is shown to connect to performance indicators 

as it has in other areas.  

The data also suggests that psychological capital in principals may not be linearly 

related to number of years in the job. While it is clear that 1-2 year principals had 

significantly lower mean PsyCap scores and in particular efficacy subscale scores, it is 

worth noting that the highest PsyCap scores were found in the 6-10 year principals. This 

raises interesting questions about future longitudinal studies of PsyCap and speculation as 

to whether or not high PsyCap principals move on to other school positions after 6-10 

years leaving the longer term principal group with a slightly lower PsyCap. It could also 

be possible that a curvilinear relationship exists over the course of a principal’s career in 
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which hope and optimism reduce over the years while efficacy and resilience plateau. 

This is purely speculation; however, because psychological capital is a developable 

construct there may be key times in principal careers to provide intervention or training to 

increase PsyCap in principals. For example, efficacy and hope training could be critical 

components of principal induction programs at the beginning of a career, resilience could 

be an integral part of the mentorship process with seasoned principals working with 

newer principals, and focusing on optimism and hope with long-time principals may be 

important at the tail end of a career.  

Increasing the efficacy of new principals would seem to be high leverage work in 

school districts especially considering Bandura’s (1997b) conceptualization of self-

efficacy as “people’s beliefs in their capabilities to produce desired effects by their own 

actions” (p. vii). Maddux (2002) argues that the most important aspect of success may be 

the belief that you can accomplish what you hope to accomplish. In essence self-efficacy 

is a belief about what a principal is capable of doing. Intervening early in a principal’s 

career to build a belief system that will support positive change seems vital to meeting 

the challenges faced by our educational institutions.  

Additionally, maintaining and expanding hope throughout a principal’s career 

seems like vital work as well, especially considering that hope is proposed to have a 

contagion effect in social interactions that is amplified in leadership. Followers can 

perceive a leader’s level of hope and then act in parallel with this state (Norman et al., 

2005). High hope in leaders can also be translated into organizational resiliency. High-

hope people believe that they can overcome potential obstacles, challenges, and 

difficulties, which is directly related to the pathways thinking they possess as well as the 
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agency to persevere. This contagion effect makes hope a critical component for 

leadership development at all levels in an organization (Norman et al., 2005). In a time of 

discontinuous change for education and dramatic contextual pressures, maintaining and 

developing high hope in principal leaders seems to be critical work. 

There were also two demographic factors of schools that yielded significant 

results. The percentage of students on free and reduced lunch was statistically significant 

for optimism, and the percentage of minority enrollment at the school was significant for 

both optimism and overall PsyCap. This result is particularly concerning from a social 

justice perspective. In particular if the highest optimism and PsyCap among principals is 

within schools with less than 20% free and reduced lunch populations and less than 20% 

minority populations, then it is possible that schools with the largest achievement gaps 

and most difficult challenges are not getting the highest PsyCap leaders. It is also 

possible that contextual challenges erode the optimism of the leader, and previously 

higher PsyCap leaders are impacted by the conditions or challenges within schools 

eroding some of their optimism and overall PsyCap.  

This raises interesting contextual questions as to the nature and skill of principals 

who choose to work at different types of schools in various socio-economic conditions. 

Marzano et al. (2005) maintain that effective principals are optimizers, referring to the 

fact that these leaders inspire others which provides the driving motivation behind major 

change initiatives. Through the leader’s positive attitude and belief in hopeful future 

states, followers are moved to positive action in support of school excellence. It is 

interesting to consider whether contextual differences in schools attract higher PsyCap 

leaders or whether those contextual factors may be related PsyCap development.  
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Whether or not this is a robust result in another study could be an important 

follow up study. Perhaps digging deeper into the contextual and organizational realities 

of schools with varying socio-economic clientele could provide insight into why these 

differences may be occurring. Examining the context in which psychological capital 

develops is of great interest, and contextual factors that may impact the selection and or 

retention of high PsyCap principals could improve our understanding of the construct. 

Hallinger (2005) makes the point that “it is virtually meaningless to study principal 

leadership without reference to the school context. The context of the school is a source 

of constraints, resources, and opportunities that the principal must understand and address 

in order to lead” (p. 234).   

An examination of the ALQ revealed three factors with significant F-test values: 

principal’s age, years as a principal, and community type. Significant mean differences 

were found with regard to the principal’s age after conducting the Tukey post hoc test. 

The over 54 year old principals were significantly higher than the under 35 year old 

principals in overall authentic leadership as well as the transparency, self-awareness, and 

balanced processing subscale scores. The over 54 year old group was also significantly 

higher than the 35-39 year old group on the transparency subscale. This is highly 

consistent with authentic leadership development and the idea that leaders draw upon 

their life course and history as a foundational component of their leadership development, 

thus, creating a significant difference between the oldest principals and the youngest 

principals in the sample (Avolio & Luthans, 2006). This gives credence to the notion that 

authentic leadership development occurs over a lifetime in the crucible of actual 

experience. Conducting additional research to find out if this finding is robust across 
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samples and how key life events impact authentic leadership development are interesting 

questions for further study. Additionally, effective mentorship programs could be 

developed to accelerate this process. Identifying critical aspects to authentic leadership 

mentoring and connecting leaders in meaningful and productive ways could dramatically 

accelerate the leadership development process.  

An upward trend of increasing authentic leadership was also seen based on 

number of years in the role of principal with the most experienced principals representing 

the highest mean. This data seems to support the notion that authentic leadership is 

concerned with the development of leaders and followers, and life is the ultimate 

leadership development course. The role of leadership theory should be to accelerate and 

enhance the life leadership process (Avolio & Gardner, 2005; Avolio & Luthans, 2006).  

A high leverage area for development especially among new principals and 

younger principals would seem to be in the area of self-awareness. Self-awareness 

incorporates both recognition of our current selves as well as the capacity to project 

future selves or who we hope to be. The gap that exists between our actual and possible 

selves provides a powerful source of motivation and moves people toward action on their 

authentic leadership journey (Avolio & Luthans, 2006). Self-awareness is also a critical 

component of emotional intelligence (Goleman et al., 2004; Ilies et al., 2005). 

Furthermore, self-awareness is not considered to be an end-point, but rather it can be 

continuously developed and refined in a spiraling process that allows a deeper and fuller 

understanding of a leader’s unique strengths, talents, values and beliefs (Avolio & 

Gardner, 2005). A key component of self-awareness is self-reflection which allows 

leaders to clarify who they actually are and prepare to become who they hope to be (W. 
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L. Gardner et al., 2005). Structured training and support to encourage greater self-

awareness among young principals appears to be needed, based on the data, as well as, 

valuable based on the literature review, for positively impacting organizations.  

Community type showed significant mean differences after conducting a Tukey 

post hoc test between urban fringe/large town and rural/small town on the Transparency 

and the Ethical/Moral subscales with the large town means significantly higher than the 

rural means. The context of leadership in the type of community as it relates to 

transparency could yield interesting findings. For example, in rural towns where  

individuals are more likely to know one another personally,  is the  principal’s comfort  in 

engaging in transparent behavior and saying what is truly on his/her mind reduced? 

Additional research is needed to determine whether or not this is a consistent result 

within the population of educators. Identifying key contextual factors that mediate or 

directly impact authentic leadership could allow for more effective and targeted 

professional development for educational leaders within particular contexts.  

While no other significant mean differences were found with regard to school 

demographic factors and authentic leadership, organizational context still seems an 

important consideration for future work in authentic leadership. Organizational context 

includes the broad vision, culture, and strategy of the organization as well as the 

professional work groups in the organization. This dynamic context provides the 

experiences necessary to support and enhance authentic leadership development. Leader 

and follower development can be optimized in an organizational context that is 

transparent, energizing, intellectually-stimulating, and supportive of developing leaders 

and followers to their full potential (F. Luthans & Avolio, 2003). It would be interesting 
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to discover if within broad demographic differences or community types there are 

underlying mediating contextual constructs that are supporting authentic leadership 

development such as organizations in certain contexts being more inclusive, providing 

open access to information, resources, and support. For example, schools in high stakes 

punitive situations may become prescriptive, narrow in their focus, and create drill and 

kill environments that dampen creativity and intellectual stimulation for children, 

teachers, and school leaders alike. It is important to keep in mind that leadership is 

shaped by context and vice versa (Avolio & Gardner, 2005). Therefore, organizational 

climates that support learning, transparency, and openness are most likely to provide 

sustained authentic leadership development among leaders and followers. Are these 

characteristics more prevalent within certain demographics is a question worth asking 

and measures to explore these constructs directly would be a valuable next step in 

researching authentic leadership. 

Research Question 5 

What is the relationship between psychological capital and authentic leadership? 

Hypothesis 4: There will be a significant positive correlation between the 

PCQ-24 and ALQ.  

Null Hypothesis: There will not be a positive correlation between PCQ-24 

and ALQ. 

A Pearson product-moment calculation was performed to examine the 

relationship between the PCQ-24 and ALQ as well as all of the subscales. Significant 

positive correlations were found among all of the subscales as well as the overall 

measures. Additionally, larger correlations were evident within the instrument subscales 
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when compared to the between instrument subscales. For example, self-efficacy was 

more highly correlated with hope, resilience, and optimism than it was to transparency, 

self-awareness, moral/ethical, and balanced processing. All correlations were significant 

p<.05. See Table 31 for all of the subscale correlations. This provides support for the 

construct validity of both instruments. The fact that the correlations account for more 

variance within instruments than between instruments suggests that these measures while 

related are measuring separate aspects of a principal’s positive leadership potential. This 

is also consistent with Jensen and Luthan’s (2006) findings that entrepreneurs’ self-

perceptions of their authentic leadership behaviors and positive psychological capital 

were positively and significantly related.  

Of much greater interest would be a comparison of the self-reported 

psychological capital of principals with teacher reported authentic leadership. The 

correlations found in this study are not of significant value given the data did arise from 

the same group at the same time and high positive correlations were expected. Using 

observations from teachers as well as external performance measures could be a 

significant next step in this research. For example, connecting supervisor ratings of ALQ 

about principals to the PsyCap ratings of principals by teachers could provide interesting 

insight into the relationship between these two measures. Additionally, building on the 

outcome measures of trust and organizational citizenship already associated with 

authentic leadership in schools appear to be very promising lines of research (Fox, 2011; 

Shapira-Lishchinsky & Tsemach, 2014). 
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Summary of Key Findings 

1. Results of the data suggest that there may be some issues with both the validity 

and reliability of the ALQ and PCQ-24 within a population of secondary school 

principals. Some of the indicators loaded very low, and some of the subscales in 

the ALQ had low reliabilities.  

2. The Confirmatory Factor Analysis provided support for the four factor model 

over a single factor model; however, the theoretical model proposing an 

underlying latent variable was not supported by the data as being a better fit than 

the correlated four factor model in the PCQ-24 and the ALQ. This inconsistency 

with previous theory building and empirical work should be examined in future 

studies in particular addressing the potential that slight modification to the 

instrument may be needed in a population of educational leaders.  

3. Significant mean differences between demographic groups provide an interesting 

starting point to investigate contributing, mediating, and causal factors associated 

with psychological capital and authentic leadership behavior within this 

population. 

4. There is initial and partial support that these measures could be valid, reliable, and 

appropriate for use in secondary school populations; however, additional research 

and adjustments to the instruments are necessary to fully adapt these measures to 

educational leadership populations. 

Limitations of the Study 

1. Unforeseen difficulty in gathering over 500 secondary school principal 

participants impacted the initial samples size. This was due to two major factors. 
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First, there are a number of districts that do not allow email to be sent directly to 

the principal of the school. Second, the email addresses for principals had to be 

obtained one-by-one from school report card data. In some cases the principal 

from the school report card was no longer the leader of the identified school, and 

in some cases the e-mail addresses were simply invalid.  

2. Previous research of both the PCQ-24 and ALQ consistently demonstrated 

acceptable reliabilities. The low reliabilities on some subscales in this particular 

study make it more difficult to test the factor structure of the instruments. This 

was particularly evident in the self-report version of the ALQ.  Given that 

previous research utilized the observer version of the questionnaire, this may have 

severely limited the results.  

3. A final sample size below 200 creates limits on the usefulness of the confirmatory 

factor analysis. Goodness of fit indicators could have been compromised as a 

result of the reduced sample size, and the results need to be considered with 

caution.  

4. Permission for use of the instruments was predicated on using them as written 

instruments and in the order they were developed. Given some of the low 

reliabilities, exclusion or reworking of items may have increased model fit. 

Additionally, other statistical analyses than those utilized in this study could have 

uncovered deeper reasons for the lack of fit and insight into item changes for the 

future.  
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Implications for Practice 

1. There is a rich literature basis in education for both psychological capital and 

authentic leadership as potential contributing factors to principal success with 

positive outcomes for teachers, students, and schools. Therefore further 

investigation, use, and promotion of these positive constructs are warranted in the 

area of educational leadership.  

2. Authentic leadership and psychological capital are developable skills that can be 

cultivated, learned, and applied for the benefit of organizations including schools. 

Therefore, the development of training programs that help school leaders raise 

their level of psychological capital and enhance their authentic leadership practice 

are warranted.  

3. Before applying measurements of PCQ-24 and ALQ directly into an educational 

leadership setting, additional work needs to be done to calibrate and develop these 

measurement tools to adequately address this population. Therefore, additional 

research into these instruments to examine each item and the overall factor 

structures of these instruments is warranted to determine if modifications are 

needed. Additionally, connecting these measures to performance outcome 

variables is a necessary next step in moving forward with these constructs wide 

scale in educational leadership practice.  

Recommendations for Further Research 

1. Conduct an item analysis of each question with low factor loadings and rework 

the questions to see if a better model fit can be achieved with minor revisions to 

the instruments for educator populations.  
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2. Conduct a comparison of the self-report ALQ instrument to the observer 

instrument and determine if the self-report instrument is useful or inherently 

unreliable.  

3. Conduct a linear regression or structural equation model using identified 

contextual factors and performance outcome variables to determine if PsyCap and 

authentic leadership have a performance impact in secondary schools and how 

contextual factors mediate these relationships.  

4. Conduct research into the relationship between psychological capital and 

authentic leadership using observer data and school performance data to discern 

whether these factors contribute significant variance in outcome and performance 

measures in schools.  
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CONCLUSION 

Given an increasing need for schools to meet imposed performance demands by 

legislation and contextual requirements created by a dramatically changing workforce 

and shifting demographic diversity of students, it is critical to discover meaningful, 

developable skills for educational leaders that have the potential to positively impact 

performance vital for the success of our changing schools. My dissertation research 

reveals authentic leadership and psychological capital could provide a rich and connected 

basis for how these developable skills influence secondary school principals’ 

effectiveness.  Thus, my findings suggest by fostering the trainable skills of self-efficacy, 

self-awareness, hope, optimism, resilience, transparency, balanced processing, and an 

internalized moral/ethical perspectives in principals, they can more effectively lead 

school organizations toward positive change.  

However, the actual measures of these constructs may need some additional 

adjustment to be valid, reliable, and appropriate for secondary school principals. These 

adjustments hold promise because of possible contributions to create effective leadership 

training that increases psychological capital and authentic leadership constructs that 

advance the potential for developing more effective leaders for positive organizational 

change in our schools. 

Elemental Prospects of PCQ-24 and ALQ and the Future of School Leadership 

My research shows that psychological capital and authentic leadership have a rich 

research base that is highly consistent with a large number of studies on school 

effectiveness, principal leadership, and positive change. The PCQ-24 and ALQ are well 

documented instruments in the business sector demonstrating valid and reliable results as 
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well as significant correlations with meaningful performance measures. In my opinion 

psychological capital and authentic leadership are developable constructs that are at the 

foundation of effective leadership for positive school change.  

Psychological capital provides educational leaders with a constellation of critical 

capacities that can be learned, increased, and managed to enhance positive personal and 

school outcomes.  Closely associated with performance beyond expectations, 

psychological capital has the potential to be a developable asset in school leaders and 

staff. School leaders capable of powerful positive change and performance beyond 

expectations will benefit immensely by developing their personal and organizational 

psychological capital. There can be little doubt that self-efficacy, hope, optimism, and 

resilience are pre-requisites for undertaking any meaningful improvement effort if a 

school community is to see the change through to completion.  

Authentic leadership is a root construct that underlies all other forms of positive 

leadership and is foundational to effective school change. Authentic leadership through 

self-awareness and balanced processing provides the precursors to individual and 

organizational learning. Authentic leaders’ internalized moral perspective results in 

congruent action which is critical to positive modeling and transfer to organizational 

learning. Relational transparency has a direct impact on the resonance and emotional 

connection that will lead to organizational learning. In addition, authentic leaders are 

uniquely able to promote authentic dialogue within and across an organization and create 

relationships founded on trust which are critical components of true organizational 

learning.  For schools and districts, the ability to exploit current knowledge and learn new 

ways of doing things is mission critical if we are to prepare students for the future 
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challenges of modern society. Authentic leadership provides an empirical based 

foundation to be more effective in the change process and an entry point in training and 

developing more effective school leaders.  

Authentic leadership and psychological capital have initial support in educator 

populations with connections to performance indicators such as teacher trust and 

organizational citizenship behaviors. Since effective schools rely on individuals giving 

more than their job description requires, increasing organizational citizenship behaviors 

can greatly enhance student success and school effectiveness. This is especially true in a 

contentious political climate where often the value of educators is eroded as massive 

educational funding cuts are implemented.  

I conclude additional research into psychological capital and authentic leadership 

is warranted and needed given the tremendous potential positive impact of these 

constructs in education. Early empirical work is already demonstrating the positive 

impact of these factors and must continue if we are to take advantage of this untapped 

and underdeveloped source of leadership potential. By exploring the performance impact 

of psychological capital and authentic leadership on principals, ensuring the measurement 

indicators are appropriate for principals, and creating training protocols to promote these 

constructs, we will be poised to more effectively develop leaders capable of meeting the 

exceptional demands created by the current educational climate and context. Principals 

who are authentic leaders, armed with high levels of psychological capital, will become 

effective leaders for positive organizational change impacting our schools, our teachers, 

our communities, and most importantly our students in profoundly positive ways.  
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APPENDIX A – DEFINITIONS OF VARIABLES 

Principal Background Information  

Years as principal The survey asked respondents to identify the number of years in the position of principal (1-2 
years = 1; 3-5 years = 2; 6-10 years = 3; 11-15 years = 4; 16-18 years = 5; 19+ years = 6) 

Principal Ethnicity The survey asked respondents to identify their ethnic background (Caucasian = 1; Hispanic = 
2; African-American = 3; Asian = 4; Other = 5) 

Principal Education Level The survey asked respondents to identify their highest level of education (Master’s Degree = 
1; Doctoral Degree = 2) 

Years at present school The survey asked respondents to identify the number of years at their present school (1-2 
years = 1; 3-5 years = 2; 6-10 years = 3; 11-19 years = 4; 19+ years =5) 

Principal gender The survey asked respondents their gender (Female = 1; Male = 2) 

Principal age The survey asked respondents to identify their age (less than 35 years = 1; 35-39 years = 2; 
40-44 years = 3; 45-49 years = 4; 50-54 years = 5; more than 54 years = 6) 

Principal reminded Dates that the survey was taken were used to determine if principals completed the survey 
prior to or after the first email reminder was sent (no reminder = 0; 1 or more reminders =1) 

School Demographic Information  

Grades in your school The survey asked respondents to identify the grades in their school (6-8 = 1; 7-8 = 2; 7-9 = 3; 
K-8 = 4; K-12 = 5; 9-12 = 6; 10-12 = 7; Other = 8)  

School size The survey asked respondents to identify the size of their school (Fewer than 150 = 1; 150-
499 = 2; 500-749=3; 750-999 = 4; 1000-1499 = 5; 1500-1999 = 6; 2000-2500 = 7; 2500 or 
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more = 8) 

Community type The survey asked respondents to identify the type of community they serve (Central City = 1; 
Urban fringe/large town = 2; Rural/small town = 3) 

Free and reduced lunch percentage The survey asked respondents to identify the percentage students on free or reduced lunch 
(less than 20% = 1; 20%-49% = 2; 50%-74% = 3; 75% or more = 4) 

Minority enrollment The survey asked respondents to identify the percentage of minority enrollment at their 
school (less than 20% = 1; 20%-49% = 2; 50%-74% = 3; 75% or more = 4) 

Psychological Capital  

PsyCap (24) 

Respondents were asked to complete the PCQ-24 questionnaire using a 6 point Likert scale 
(Strongly Disagree = 1; Disagree = 2; Somewhat Disagree = 3; Somewhat Agree = 4; Agree 
= 5; Strongly Agree = 6)  

Item number 13 and item number 20 on the questionnaire were reverse scored (Strongly 
Disagree = 6; Disagree = 5; Somewhat Disagree = 4; Somewhat Agree = 3; Agree = 2; 
Strongly Agree = 1) 

Self-Efficacy Self-Efficacy is comprised of the first six items on the PCQ-24 which were then summed to 
yield a score between 6-36 

Hope Hope is comprised of items 7-12 on the PCQ-24 which were then summed to yield a score 
between 6-36 

Resilience Resilience is comprised of items 13-18 on the PCQ-24 which were then summed to yield a 
score between 6-36 

Optimism Optimism is comprised of items 19-24 on the PCQ-24 which were then summed to yield a 
score between 6-36 
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Psychological Capital Psychological Capital is comprised of items 1-24 on the PCQ-24 which were then summed 
to yield a score between 24-144 

Authentic Leadership  

Authentic Leadership Questionnaire 
Respondents were asked to complete the Authentic Leadership Questionnaire using a 5 point 
Likert scale (Not at all = 0; Once in a while = 1; Sometimes = 2 Fairly often = 3; Frequently , 
if not always = 4)  

Transparency Transparency is comprised of the first five items on the ALQ which were then summed to 
yield a score between 0-20 

Self-Awareness Self-Awareness is comprised of items 14-16 on the ALQ which were then summed to yield a 
score between 0-12 

Ethical/Moral Ethical/Moral is comprised of items 6-9 on the ALQ which were then summed to yield a 
score between 0-16 

Balanced Processing Balanced Processing is comprised of items 10-13 on the ALQ which were then summed to 
yield a score between 0-16 

Authentic Leadership Authentic Leadership is comprised of items 1-16 on the ALQ which were then summed to 
yield a score between 0-64 
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Abstract 

The general purpose of this study is to bridge work occurring in the business 

sector regarding positive organizational behavior and authentic leadership development 

with leadership theory and practice in education. The specific purpose of this study is to 

investigate how psychological capital impacts middle school principals and school 

performance and whether it is the same or different as evidenced in other organizations. 

The PsyCap Questionnaire (PCQ-24) is used to measure the four factors of 

psychological capital (hope, optimism, resilience, and self-efficacy) in various 

organizations. To use the questionnaire in school settings, it will be pre-tested in this pilot 

study with a select sample of middle school principals who are representative of the 

population toward which the survey is eventually intended.  
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Middle School Principals’ Psychological Capital: A Test of the PCQ-24 Questionnaire  
Pilot Investigation 

Purpose 

The general purpose of this study is to bridge work occurring in the business 

sector regarding positive organizational behavior and authentic leadership development 

with leadership theory and practice in education. Since 2001, with the passing of NCLB, 

an intense focus on sustainable and veritable performance in schools has permeated 

education. Since 1999, psychology in general and more recently organizational theory 

scholars have committed to focus on flourishing organizations and individual attributes 

that lead to exceptional performance. Given the need in education for positive deviance 

and exceptional results, now is an ideal time to search for human factors in educational 

leadership that are open to development with the potential to have a profound impact on 

school performance. Four such factors with a rich literature base were identified by 

Luthans, Youssef, & Avolio in their seminal work Psychological Capital (2007). The 

four factors identified were self-efficacy, hope, resilience, and optimism and are 

collectively referred to as psychological capital and have shown rich promise for 

performance impact in multiple settings such as Chinese laborers, high tech workers, 

engineers, entrepreneurs, nurses, and management students.  However, to date no tests of 

psychological capital have been done with educational leaders.  

The specific purpose of this study is to investigate how psychological capital 

impacts middle school principals and school performance and whether it is the same or 

different as evidenced in other organizations. The PsyCap Questionnaire (PCQ-24) is 

used to measure the four factors of psychological capital in various organizations. To use 

the questionnaire in school settings, it will be pre-tested in this pilot study with a select 
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sample of middle school principals who are representative of the population toward 

which the survey is eventually intended.  

 Prior Research 

Looking at the positive nature of psychological and organizational phenomena has 

long been neglected by researchers who have chosen instead to focus on more easily 

measured factors and problems over successes. Now is a unique time to combine the 

leadership theory of the past with the constructs of positive psychology and bring to light 

the characteristics of excellent school leadership in a new context called authentic 

leadership (F. Luthans & Avolio, 2003).  

 Terry (1993) argues that authenticity is a prerequisite to building an enduring, 

thriving, and hope-filled future. F. Luthans and Avolio (2003) present four basic 

characteristics of authentic leaders which are  

1. Authentic leaders know who they are and what they believe in;  

2. They are transparent and show consistency between their values, ethical reasoning 

and actions;  

3. Authentic leaders focus on developing positive psychological states such as 

confidence, optimism, hope, and resilience within themselves and their associates; 

4. They are widely known and respected for their integrity.  

Begley (2001) bridges the gap between authentic leadership and school 

administration stating that “authentic leadership may be thought of as a metaphor for 

professionally effective, ethically sound, and consciously reflective practices in 

educational administration” (p. 353). 
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Multiple authors on leadership have identified the critical nature of consistency 

between leaders’ values, practices as well as the ability to reflect on leadership. Peter 

Senge refers to this concept as personal mastery in which an individual continually 

clarifies what is important in their life and continually learns how to see reality more 

clearly (1990). Warren Bennis refers to this concept in his book On Becoming a Leader, 

when he outlines four lessons for self-knowledge: “(a) you are your own best teacher; (b) 

accept responsibility; (c) you can learn anything you want to learn; (d) true understanding 

comes from reflecting on your experience” (Bennis, 2003).  Fullan (2001) reflects on this 

concept when he talks about a moral purpose, and this moral purpose is a critical guiding 

force for an effective leader.  

While the preceding authors have alluded to authentic leadership conceptually 

other studies have provided empirical evidence to support the theory. Gaziel (2003) 

found in a mixed methods study that the human resource frame was a significant 

predictor of both the managerial and leadership effectiveness of the principal. This is 

important to note because the human resource frame is very consistent with building and 

seeing psychological strengths in the individuals a leader comes into contact with. 

The authentic type leader is also discussed by A. Harris et al. (2003) who found 

using twelve separate school case studies that “effective school leaders are considered to 

be reflective, caring, and highly principled individuals who emphasize the human 

dimension of the management enterprise” (p. 69). They also found that effective leaders 

put a high premium on personal values and move away from a rational managerial role 

and into a more holistic value led approach that is guided by personal experience. This is 
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highly consistent with the concepts proposed in authentic leadership theory by (F. 

Luthans & Avolio, 2003).  

Preliminary evidence using the PCQ-24 by F. Luthans, Avolio, Avey, et al. 

(2007) shows a significant relationship with both job performance and job satisfaction 

using samples of both high-tech workers as well as service workers. Additionally 

psychological capital was shown to be more predictive of both job performance and job 

satisfaction than any other combination of resilience, optimism, hope, and self-efficacy, 

suggesting that the overall measure of psychological capital captures a higher order factor 

or core construct.  

Research Questions  

The purpose of this pilot study is to discover whether or not the PCQ-24 

questionnaire effectively and appropriately measures the intended constructs of hope, 

optimism, self-efficacy, and resilience using a sample of middle school principals. 

Questions to be investigated are listed below: 

1. What are the number and nature of the underlying factors of the PsyCap 

Questionnaire and does this factor structure match the purported factors of the 

scale? 

2. What are the internal consistencies (reliabilities) of the four purported scales? 

3. What are the descriptive statistics of the instrument? Are there differences given 

the gender & ethnicity of the principal, education level of the principal, size of 

school, number of years in the position of principal, or grades in the school (i.e., 

K-8, 6-8, 7-9, or 7-8)? 
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Methodology 

Population 

 The population under investigation for this study is middle school principals in 

Arizona. Middle school is defined as any school having an 8th grade and the principal is 

the identified formal leader of the school.  

Sampling 

 The study will be conducted in middle schools in Arizona. The sample will 

include a minimum of 40 middle school principals representative of the population 

toward which the survey is eventually intended. The distribution of the questionnaire will 

not take into account demographic information of the participants (such as gender, 

ethnicity, years teaching etc.) but the recording of that information will be assembled 

from the participants returned materials. Ideally, the sampling will be done by randomly 

selecting 150-250 middle schools out of all middle schools in the state. 

Instrumentation 

 School principals will be asked to fill out the PCQ-24 questionnaire instrument 

and an information page including demographic information about themselves and the 

school. Preliminary evidence for the reliability of each of the six item measures was 

conducted using four separate samples in two studies (F. Luthans, Avolio, Avey, et al., 

2007). See Table 1 below for details.  

Sample  N Type of Participant Hope Resil-
ience 

Self-
efficacy 

Opti-
mism 

Overall 
PsyCap 
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1 167 Management Students .72 .75 .80 .76 .88 

2 404 Management Students .71 .71 .66 .72 .89 

3 115  High Tech Employees .75 .84 .85 .75 .89 

4 144 Insurance Service Workers .74 .69 .76 .79 .89 

 The reliability of both the components as well as overall psychological capital fall 

within an acceptable range other than the .66 in sample two and the .69 in sample four. 

However, the overall PsyCap measure was above conventional standards.  

 Additionally, testing for discriminant, convergent, and criterion validity of the 

PsyCap scale was conducted. Results of the testing indicated that the observed factor 

structure was consistent with the predicted factor structure, psychological capital was 

more predictive of job satisfaction than other Big Five personality traits, and 

psychological capital was not related to age, education, agreeableness, or openness, while 

having a strong relationship to core self-evaluation (F. Luthans, Avolio, Avey, et al., 

2007). 

Procedure 

 Principals will receive by mail, a copy of the PCQ-24 survey along with a 

principal background and school demographic information sheet, and an informed 

consent form. Principals will be asked to return the completed questionnaire in a pre-

addressed stamped envelope included in the mailing.  

Data Analysis 

Survey and demographic data will be entered into SPSS and coded appropriately. 

A factor analysis will be conducted, along with a reliability analysis. Additionally, 
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descriptive statistics will be calculated for each demographic grouping and the observed 

factor structure will be compared with the anticipated factor structure.  

Owing to pretest nature of the questionnaire, I will check for the percent of 

responses as an estimate of what will occur in the final run; then, examine the returned 

trial questionnaire for trouble signs such as items left blank or yielding no useful 

information, misinterpretations, and ambiguities. I will check for comments for similar 

information. Upon completion of the data analysis I will determine the overall reactions 

of the participants to the questionnaire, instructions, and consent form. I will look 

specifically for what did they like, dislike, or want modified.  

Results/Findings 

This study examined the PsyCap-24 survey instrument in a small sample of 

Arizona middle school principals. Surveys were mailed and collected between November 

2007 and January 2008. The survey/questionnaire included the PCQ-24 instrument to 

measure psychological capital as well as a questionnaire to extract demographic data on 

both the principal and the school.  

Sample 

Two hundred fifty surveys were mailed out to a random sample of middle school 

principals. Forty-one surveys were returned yielding a response rate of 16.4%. The 

sample was made up of 51.2% female and 48.8% male. Seventy-one percent of principals 

reported being at their school between 1 and 5 years while only 7.3% were in their 

schools for more than 10 years. Educational level for principals indicated that 19.5% held 

doctoral degrees. With regard to ethnicity 85.4% of principals returning the survey listed 

Caucasian (Non-Hispanic).  
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Table 1. Principal Descriptive Statistics 

 N Pct. 

   

1. How many years (including this one) have you been in the position of principal? 

1 to 2 years 9 22.0 

3 to 5 years 17 41.5 

6 to 10 years 4 9.8 

11 to 15 years 6 14.6 

16 to 18 years 1 2.4 

19+ years 4 9.8 

   

2. What is your ethnicity?   

Caucasian 35 85.4 

Hispanic 3 7.3 

Other 3 7.3 

   

3. What is your highest level of education?   

Masters Degree 30 73.2 

Doctorate Degree 8 19.5 

   

4. How many years have you been at your present school?   

1 to 2 years 13 31.7 

3 to 5 years 16 39.0 
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6 to 10 years 9 22.0 

11 to 19 years 2 4.9 

19+ years 1 2.4 

   

5. Your gender?   

Female 21 51.2 

Male 20 48.8 

   

6. Your age:   

Less than 35 years 3 7.3 

35 to 39 years 6 14.6 

40 to 44 years 8 19.5 

45 to 49 years 9 22.0 

50 to 54 years 6 14.6 

More than 54 years 9 22.0 

   

 

Table 2. School Descriptive Statistics 

 N Pct. 

   

1. Grades in Your School 

6-8 10 24.4 

7-8 5 12.2 
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7-9 1 2.4 

K-8 14 34.1 

K-12 4 9.8 

Other 6 14.6 

   

2. School Size    

Fewer than 150 8 19.5 

150-499 11 26.8 

500-749 3 7.3 

750-999 11 26.8 

1000 or more 8 19.5 

   

3. Community Type   

Central City 9 22.0 

Urban Fringe/large town 18 43.9 

Rural/small town 13 31.7 

   

4. Free/reduced-price lunch recipients   

less than 20% 12 29.3 

20%-49% 9 22.0 

50%-74% 8 19.5 

75% or more 10 24.4 
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5. Minority Enrollment   

Less than 20% 14 34.1 

20%-49% 13 31.7 

50%-74% 5 12.2 

75% or more 9 22.0 

   

 

The Cronbach alpha was calculated for each of the four subscales as well as the 

overall PsyCap measure. These internal consistency measures were all over the 

conventionally accepted value of .70 and very consistent with previous studies conducted 

using this instrument (F. Luthans, Avolio, Avey, et al., 2007). See Table 3.  

 

 

 

 

Table 3 Reliabilities 

Sample N Type of Participant Hope Resilience 
Self-

efficacy Optimism 
Overall 
PsyCap 

1 167 Management Students .72 .75 .80 .76 .88 

2 404 Management Students .71 .71 .66 .72 .89 

3 115  High Tech Employees .75 .84 .85 .75 .89 

4 144 Insurance Service 
Workers 

.74 .69 .76 .79 .89 

5 41 Middle School 
Principals 

.75 .72 .78 .76 .89 
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A principal component factor analysis was conducted using a varimax rotation. 

All factors with an initial Eigen value greater than one were used in the rotated solution. 

This factor analysis yielded seven factors which closely align with the four scales that the 

PCQ-24 purports to measure. Factor 1 loaded with four of the six questions related to 

self-efficacy, factor 2 loaded with four of the six questions related to hope, factor 3 

loaded with 3 of the six questions related to resilience, factor 4 loaded with 4 of the six 

questions related to optimism, factor 5 only loaded two questions related to hope, factor 6 

loaded two question only related to resilience and factor 7 loaded question number 5 

which was the only place this question had a factor loading greater than 4.0.  
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Table 4 Factor Analysis 

  Rotated Component Matrix(a) Loadings>4.0 shown 
  

 Question # 
Component 

  1 2 3 4 5 6 7 

Self-
Efficacy 

x1   0.463           
x2 0.739             
x3 0.420   0.415 -0.417       
x4 0.647             
x5             0.700 
x6 0.725             

Hope 

x7         0.790     
x8   0.618           
x9         0.766     
x10   0.669           
x11   0.739           
x12 0.540 0.509           

Resilience 

r13     0.901         
x14   0.529 0.453         
x15           0.716   
x16     0.651         
x17           0.797   
x18 0.723             

Optimism 

x19 0.496     0.461       
r20     0.696         
x21       0.865       
x22   0.561   0.420       
r23 0.407           -0.657 
x24       0.723       

 

One Way ANOVA’s were conducted to test for mean differences using both the 

school and principal demographic variables. Mean differences were examined in total 

PsyCap as well as each subscale score. No statistically significant mean differences were 

identified for gender, school size, grades, free and reduced lunch rates, years at the 

school, or education level. Ethnicity of the principal and percent ethnicity at the school 

both did show statistically significant mean differences as did principal’s age when 

looked at with the hope scale.  

292 
 



 

Discussion 

Despite the small sample size and low return rate, overall the pilot study appeared 

to be a success. The factor structure identified suggests real potential for using this 

instrument with middle school principals. Additionally the reliability measures were right 

in line with prior studies further suggesting that this instrument may be appropriate to use 

on a larger scale with school leaders. Likely the observed mean differences were a result 

of a small sample size and the fact that type 1 error was not attenuated in the repeated use 

of an ANOVA for each grouping variable and using the same outcome measure. A larger 

sample size and a repeat of this study could better establish whether or not there are mean 

differences based on individual or school demographic factors. The literature would 

suggest that levels of psychological capital are independent of these demographic factors. 

Additionally, all data must be interpreted with extreme caution including the factor 

analysis due to the low sample size.  
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APPENDIX C – PCQ-24 DESCRIPTIVE STATISTICS 

PCQ-24-Descriptive Statistics 
Indicator N Min Max Mean SD 
PCQ1 149 3 6 5.40 .591 

PCQ2 149 2 6 5.52 .599 

PCQ3 149 2 6 5.40 .667 

PCQ4 149 4 6 5.47 .599 

PCQ5 149 2 6 5.09 .841 

PCQ6 149 4 6 5.48 .632 

PCQ7 149 3 6 5.42 .670 

PCQ8 149 1 6 5.32 .700 

PCQ9 149 2 6 5.35 .830 

PCQ10 149 2 6 5.23 .679 

PCQ11 149 3 6 5.19 .644 

PCQ12 149 2 6 4.99 .726 

PCQ13 149 1 6 4.58 1.285 

PCQ14 149 1 6 5.17 .792 

PCQ15 149 1 6 5.32 .878 

PCQ16 149 2 6 4.87 .898 

PCQ17 149 1 6 5.18 .772 

PCQ18 149 3 6 5.34 .601 

PCQ19 149 2 6 4.89 .847 

PCQ20 149 1 6 4.85 1.064 

PCQ21 149 3 6 4.97 .739 

PCQ22 149 2 6 5.11 .746 

PCQ23 149 1 6 5.10 .913 

PCQ-24 149 2 6 4.81 .786 

EFFICACY 149 26 36 32.37 2.754 

HOPE 149 18 36 31.50 3.149 

RESILIENCE 149 21 36 30.46 3.233 

OPTIMISM 149 18 36 29.72 3.401 

PSYCAP 149 92 144 124.05 10.324 
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APPENDIX D – ALQ DESCRIPTIVE STATISTICS 

ALQ-Descriptive Statistics 
Indicator N Min Max Mean SD 

ALQ1 147 1 4 3.38 .696 

ALQ2 147 1 4 3.67 .526 

ALQ3 147 1 4 3.56 .550 

ALQ4 147 1 4 3.30 .697 

ALQ5 147 0 4 2.28 1.065 

ALQ6 147 2 4 3.69 .477 

ALQ7 147 2 4 3.73 .473 

ALQ8 147 1 4 3.40 .637 

ALQ9 147 3 4 3.79 .409 

ALQ10 147 0 4 2.91 .843 

ALQ11 147 2 4 3.52 .565 

ALQ12 147 1 4 3.49 .589 

ALQ13 147 2 4 3.43 .597 

ALQ14 147 0 4 2.88 .739 

ALQ15 147 2 4 3.11 .575 

ALQ16 147 2 4 3.44 .574 

TRANSPARENCY 147 9 20 16.20 2.412 

AWARENESS 147 5 12 9.42 1.475 

ETHICAL 147 10 16 14.62 1.509 

BALANCED 147 8 16 13.35 1.751 

ALQ 147 33 64 53.59 5.556 

 

295 
 



 

APPENDIX E – PARTICIPANT  QUESTIONNAIRE  
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APPENDIX F – PSYCHOLOGICAL CAPITAL QUESTIONNAIRE 
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APPENDIX G – AUTHENTIC LEADERSHIP QUESTIONNAIRE 
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