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The problem of this study was to determine training 

priorities as mandated by the Texas Legislature on the CORE 

Curriculum for Management and Leadership Development and 

their implications for Texas public school principals. 

Purposes of the study were to validate an instrument for 

assessing principals' training needs, to provide data for 

planning and delivering training for principals, to provide 

results to staff developers, and to develop a profile of 

similarities and differences in the perceptions of 

principals and their superordinates. 

The principal was selected as the subject of this study 

because it is the principal that is at the vortex of most 

educational reform today. A stratified sample of 360 Texas 

principals and their superordinates was surveyed to examine 

perceptions of competence and importance of the Texas Core 

Curriculum for Management and Leadership Development skills 

to the principal's role. From the targeted population, 122 

principals and 120 superordinates returned the core 

curriculum assessment of administrative training needs. The 



assessment instrument consisted of four skills, 22 

subskills, and 86 indicators. 

Eleven research questions were answered using both 

descriptive and inferential statistics. One finding from 

the study was that principals and their superordinates are 

very similar in the way they perceive the importance of the 

core skills and subskills and in the way they rate the 

principals' competence on the core skills and subskills. 

Findings also indicate that demographic variables have very 

little influence on perception and that there is almost no 

relationship between student achievement and perceptions of 

principals' competence. Interpersonal skills emerged as the 

most important core skill training need. Staff development 

on interpersonal subskills would include human relations 

(individual), human relations (group), receptive 

communication, expressive communication, conflict 

resolution, reflective practice skills and motivation. 

Human relations (individual) and conflict resolution were 

perceived by both groups of respondents as subskills on 

which principals had the least competence. Additional 

findings and conclusions are described in the study. 
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CHAPTER 1 

INTRODUCTION TO THE STUDY 

By 1983 the seeds of education reform were sprouting in 

the Texas Legislature, as in many state legislatures across 

the country. House Bill 72 was designed, like most reform 

legislation, to raise the quality of public school education 

by revising curriculum, implementing competency testing to 

insure student mastery of basic skills, increasing high 

school graduation standards, and reducing class size. 

Legislation was also directed toward the competency of 

educators. The Texas Examination of Current Administrators 

and Teachers (TECAT) was mandated to validate the competency 

of practicing educators; the Examination for the 

Certification of Educators in Texas (EXCET) was mandated to 

evaluate competency before certification; the Texas Teacher 

Appraisal System (TTAS) was mandated to evaluate teachers 

and hold them accountable to certain standards; and the 

career ladder was initiated to encourage the continuing 

professional development of teachers and to reward superior 

teachers. 

In 1984 the Texas Legislature turned its attention to 

the continuing professional development of administrators. 

The 69th Texas Legislature enacted legislation which 



requires school districts to offer "inservice training in 

management skills for district administrators, including 

principals and superintendents" (Texas, 1985a). The law 

also requires that the training be consistent with standards 

or models adopted by the State Board of Education, be 

flexible, and draw from offerings in and out of state. In 

1987 the Texas State Board of Education approved the 

required rule for implementing the 1984 legislation. The 

Texas State Board of Education rule requires all school 

districts to identify individual and district general 

management training needs for the professional development 

of school administrators listed in the Texas Education Code, 

supervisor I through the superintendent of schools positions 

(Texas, 1985b). The rule provides for a two-part 

curriculum: one part focuses on a core of skills common to 

all administrators; the other part focuses on job-specific 

skills and knowledge based on individual needs as identified 

by each local administrator's appraisal (Texas, 1988). 

Standards also require that each school administrator's 

management and leadership development program be based on 

locally-developed growth plans. Ideally, these growth plans 

flow from the administrative appraisal process, the 

administrator's self-assessment of professional growth 

needs, and the district or campus goals and priorities. 

These plans should include input from teachers, students, 

parents and other community members when appropriate. The 



growth plans should guide the administrator's management and 

leadership development program. 

The approved core curriculum, which is to be revised 

and updated regularly, consists of four skill domains: 

administrative skills, conceptual skills, interpersonal 

skills, and resource skills. Administrative skills include 

planning, organization, implementation, and change 

management. Conceptual skills include strategic thinking, 

observation, problem analysis, and creative thinking. 

Interpersonal skills include human relations, receptive and 

expressive communication, and conflict resolution. Examples 

of resource skills are fiscal, personnel, and data/ 

technology skills (Appendix A). 

In 1990 the Texas Legislature passed Senate Bill 1 

(Public Education Act, 1990) which focuses on the school, 

and thus the principal, as the unit of reform. This 

legislation makes campus level accountability a requirement 

and strongly urges decentralization of district operations 

to more site-based management (Texas, 1990a; Texas, 1990b). 

Ultimately, those who run the schools are, and will be, held 

responsible for their success or failure. The passage of 

this legislation increases the importance of responding to 

the training needs of principals. It also has implications 

for the content of administrative training. 



Statement of the Problem 

The problem of this study was to determine training 

priorities, as mandated by the Texas Legislature, for 

management and leadership development and their implications 

for Texas public school principals. 

Purposes of the Study 

The four purposes of this study were (a) to validate an 

instrument for assessing principals' training needs; (b) to 

provide assessment data for planning and delivering 

management and leadership development training to 

principals; (c) to provide assessment results to developers 

of administrator training materials (e.g., the Texas 

Education Service Centers and the LEAD Center); and (d) to 

develop a profile of similarities and differences in the 

training needs of principals as perceived by principals and 

their superordinates. 

Research Questions 

Eleven research questions were addressed, descriptively 

and analytically: 

1. Which core curriculum skills and subskills do 

campus principals perceive as the most and the least 

important to their principalship? 

2. Which core curriculum skills and subskills do 

superintendents or the assigned superordinates perceive as 

the most and the least important to the principal's job? 



3. On which core curriculum skills and subskills do 

campus principals perceive that they possess the greatest 

and least competence? 

4. On which core curriculum skills and subskills do 

superintendents or the assigned superordinates perceive that 

principals possess the greatest and least competence? 

5. Is there a significant difference in the way 

principals and their superintendents or the assigned 

superordinates perceive the importance of each core 

curriculum skill and subskill to the principalship? 

6. Is there a significant difference in the way 

principals and their superintendents or the assigned 

superordinates perceive the competence of their principals 

on each core curriculum skill and subskill? 

7. For matched pairs of principals and superordinates, 

is there a significant difference in how important they 

perceive each skill and subskill? 

8. For matched pairs of principals and superordinates, 

is there a significant difference in how they perceive the 

competence of the principal on each skill and subskill? 

9. Based on demographic data collected from 

respondents, are there significant differences in the 

responses of principals or their superordinates on the four 

skill domains based on (a) gender, (b) age, (c) experience 

in the position, (d) degree, (e) district size, or 



(f) building level assignment of the principal (i.e., 

elementary, junior high, secondary)? 

10. For each skill domain, is there a correlation 

between (a) the self-perceived competence of principals and 

student achievement data obtained from the Texas Education 

Agency and (b) the superordinates' perception of principals' 

competence and student achievement? 

11. What priorities and implications do these findings 

have for the design of management and leadership training? 

Significance of the Study 

This study is significant in that it is the first 

statewide effort in Texas to assess training needs for a 

selected administrative position in relation to the state 

mandated core curriculum. The position of principal was 

selected as the subject of this study because it is the 

principal who is at the vortex of most educational reform 

today. However, because previous research findings on the 

accuracy of self-ratings is inconclusive, the perceptions of 

superordinates were included. 

Basic Assumptions 

The following assumptions were made: 

1. Respondents will respond honestly. 

2. Superordinates know their principals well enough to 

make accurate judgments about training needs of the 

principals. 



3. There are basic management and leadership skills 

that are needed by all school principals. 

4. The core curriculum mandated by the Texas State 

Board of Education is a reasonable and workable description 

of successful management and leadership skills needed by 

Texas school administrators. 

5. All principals need ongoing staff development, 

which can affect their job performance and student success. 

Limitations of the Study 

This study has three limitations: 

1. The population is limited to principals and 

superordinates from Texas public schools. 

2. Results are generalizable to principals who 

comprise only one category of administrators in Texas who 

are affected by mandates for management and leadership 

development training. 

3. Assessment is limited to the skills, subskills, and 

indicators that make up the core curriculum for 

administrator training defined by the Texas State Board of 

Education. 

Definition of Terms 

Because a stratified sample was used in this study, 

definition of the terms used to conduct the sample and 

analyze the responses is necessary. The following 

definitions were used: 
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Small districts are all Texas public school districts 

with 2,500 or fewer students, as reported in the Texas 

School Directory (Texas Education Agency, 1990-91). 

Medium districts are all Texas public school districts 

with a student enrollment between 2,501 and 10,000, as 

reported in the Texas School Directory. 

Large districts are all Texas public school districts 

with a student enrollment over 10,000, as reported in the 

Texas School Directory. 

Principal is the person assigned to a campus as the 

chief administrator, as listed in the Texas School 

Directory. 

Superordinate is the superintendent or the assigned 

administrator responsible for directing the activities and 

evaluating the job performance of the principal. 

School is the operational unit to which a principal is 

assigned. 

Campus is used interchangeably with the term school. 

Elementary school is any Texas public school that has a 

campus number between 101 and 199, as listed in the Texas 

School Directory, and includes any combination of grades 

pre-kindergarten through sixth grade. 

Middle school/junior high school is any Texas public 

school that has a campus number between 041 and 099, as 

listed in the Texas School Directory, and includes any 

combination of grades six through nine. 



H-irrh school is any Texas public school that has a 

campus number between 001 and 040, as listed in the Texas 

school Directory, which includes any combination of grades 9 

through 12. 

The following chapter contains a review of the research 

and theoretical foundations of management and leadership 

development training. The review is divided into three 

major sections. 



CHAPTER 2 

RESEARCH AND THEORETICAL FOUNDATIONS 

This review of the research and theoretical foundations 

of management and leadership development training has three 

major purposes: (a) to examine the results of previous 

research on the training needs of school principals; (b) to 

examine the appropriateness of the Texas mandated core 

curriculum in light of current management and leadership 

research theory; and (c) to examine the literature for 

influences on the superordinate-subordinate relationship 

which might affect basic assumptions or interpretations of 

results. 

Previous Research on the Training Needs 
of School Principals 

In the 1970s, researchers began to examine the role of 

the principalship because many of the mechanisms, programs, 

and materials tried in the 1960s had not resulted in major 

improvements in American education. There was a prevailing 

sense that the principal was perhaps an important key to 

educational reform. Researchers began to study the 

perceived failure of educational innovations. Heathers 

(1972) concluded that inadequate patterns of implementation 

in educational institutions was one reason that educational 

10 
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innovations of the 1960s had so little impact. Anderson 

(1973) and Fantini (1976) suggested that educational leaders 

were a critical element if programs were to succeed. 

Goldhammer (1971) examined the role of the elementary school 

principal to see what was lacking in the role definition 

that contributed to the reform failure. He found that 

virtually no criteria existed for principals' roles. 

Principals were often excluded from administrative decision 

making affecting their campus and if principals were 

involved in the decision making process, they often lacked 

the educational expertise and management skills necessary 

for organizational growth. 

Houts (1975) recommended that principals become the 

educational leaders of their school, leading change and 

growth initiatives at the campus level. He also recommended 

that principals acquire the management skills necessary for 

planning and implementing academic goals. Goldhammer (1971) 

identified six critical areas that were omitted from 

principals' training but were actually needed by principals: 

(a) knowledge relating to goal setting, long-range planning, 

and evaluation procedures; (b) strategies for improvement 

and for assessing alternatives; (c) group processes and 

communication skills; (d) educational leadership; 

(e) educational improvement through resource allocation; and 

(f) human relations training. 
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The body of effective schools research spawned many of 

the reforms directed at school principals (Brookover & 

Lezotte, 1979; Edmonds & Frederiksen, 1978? Weber, 1971). 

Strong instructional leadership and management were found 

repeatedly in effective schools. Therefore, the school 

principal became the central figure in the school 

improvement movement in the 1980s. Emphasis was on 

developing instructional leadership and measuring results. 

One of the most critical factors in determining the 

direction of administrative development in the 1980s was the 

state reform movement. State legislators and policy 

agencies are "prone to emphasize accountability and [are] in 

a guest for certainty in the realm of school improvement 

programs" (Hallinger & Wimpelberg, 1989, p. 12). Thus, the 

empirically validated effective schools research was 

appealing in many mandated movements. Beginning in 1983, 

Texas, South Carolina, California, Maryland, Mississippi, 

and West Virginia were among the states that legislated 

training requirements for practicing administrators with 

special focus on principals' instructional leadership and 

evaluation skills (Hallinger & Wimpelberg, 1989). According 

to Cooper and Boyd (1987) and Crowson and MacPherson (1987) 

this behavioral focus of administrative training displaced 

the theory movement that had prevailed in traditional 

administrator training. 
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The new emphasis on administrator training was not 

unique to education. Some of the legislative activity was 

undoubtedly sparked by changed and increased administrative 

training in corporate America. Leading corporations 

approached the training and development needs of their 

executives in a fundamentally different way than they had in 

the past. Recognition of the need for fundamental corporate 

change (Peters & Waterman, 1982) led to a greater demand for 

management training and development. By 1983, such 

companies as Motorola, General Foods, and Xerox had already 

initiated executive development programs that were focused 

on implementing new corporate strategies to improve 

performance. A survey was conducted by Executive 

Development Associates, Westport, Connecticut in 1988 (cited 

in Bolt, 1989) on the state of executive training and 

development. Almost 50 Fortune 500 corporations 

participated. The results of the survey contained 

persuasive evidence that the revolution in executive and 

management education, which essentially began in 1983, was 

continuing unabated. Participants in the study were asked 

to rate 25 common topics of management education programs, 

according to the amount of emphasis they previously had been 

given and the emphasis they would be given in the next 3 to 

5 years. The 7 highest-rated topics for the next 3 to 5 

years were leadership, implementation of business 

strategies, customer and market focus, development of 
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business strategies, management of organizational change, 

communication skills, and management of human performance 

(Bolt, 1989). 

With studies producing new insights, findings, and 

theories on effective administrative staff development, and 

with the new focus on the principal as an influential person 

in school change movements, principal centers, as a staff 

development strategy, began to emerge across the nation to 

help principals learn new skills and behaviors for improving 

schools. In 1984 a conference for persons involved with 

principals' centers had representatives from 15 states and 

22 principal centers attend (Duttweiler & Hord, 1987). A 

pioneer in the movement was The Principals' Center at 

Harvard University, established in 1981 (Barth, 1984). The 

Harvard center contributed to the little known area of 

leadership characteristics. Roland S. Barth, founding 

director of the center, has become a national leader in the 

study and analysis of the principalship. 

The center is committed to school improvement from 

within. Activities are designed to encourage different ways 

of thinking about common problems; to transform school 

problems into opportunities for school improvement? to 

encourage clarification of assumptions guiding practice; to 

offer opportunities for shared problem-solving and 

reflection; and to provide a context of mutual support and 
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trust in which personal relationships may be established and 

developed (Barth, 1984). 

Barth (1984) found little accumulated knowledge 

concerning the characteristics of principals associated with 

effective leadership or with pupil accomplishment. The 

Harvard Principals' Center provided a forum to contribute to 

that knowledge base. In interaction with other 

organizations that were committed to the professional growth 

of school leaders, those involved in establishing the 

Harvard center found a dominant belief among national 

professional organizations, state principals' groups, and 

local principals' associations that principals should decide 

what kinds of assistance they want and need. They found 

that principals often resist and resent training when needs 

are identified by non-principals. But they also found that 

many principals do not engage in helpful, sustained 

activities to improve their work. "By and large, principals 

are seen—and see themselves—as leaders, not learners, as 

staff developers, not staff developees" (Barth, 1984, p. 4). 

A few of the many other principals' centers include the 

Georgia Principals' Institute (Richardson & Robinson, 1987); 

the Alaska Principals' Center (Hagstrom, 1987); the Baylor 

University Principals' Center (Estes & Crowder, 1987); Texas 

A & M University's Principals' Center (Erlandson, Hinojosa, 

& MacDonald, 1987); the Cleveland Leadership Academy (Crisci 
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& Tutela, 1987); and Meadow Brook Leadership Academy (Pine, 

1987). 

In the past, professional development, for many 

principals, meant going to a convention and was largely left 

to the discretion of the individual principal. The 

emergence of professional norms over the past decade 

communicate the need for ongoing growth for principals and 

other school administrators and supervisors. "Whereas 10 

years ago it was unheard of for an administrator to spend 10 

days out of the building for staff development, today in 

many parts of the country this is a fairly common 

occurrence" (Hallinger & Wimpelberg, 1989, p. 9). 

Because the professional norm for ongoing staff 

development for principals is fairly new, the research on 

training needs assessment is limited. Scholars and 

practitioners, however, have exerted considerable effort to 

identify the components of the principal's job for 

performance appraisal. These job components can be, and 

often are, used as important elements of training needs 

assessment. Because performance appraisal and training 

needs assessment deal with leadership competencies, it is 

necessary to examine both bodies of research, which are 

interrelated and integrated. 

Many state agencies and individual school districts 

began identifying competencies for the new role of school 

principals. The Flowing Wells School District in Arizona 
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identified the following areas of competency for principals: 

instructional leadership, interpersonal skills, 

administrative skills, school plant management, and 

professional behavior and knowledge. The New Mexico State 

Board of Education identified these essential principal 

competencies: (a) facilitation of planning and development 

of curriculum and instructional goals for school staff and 

students; (b) monitoring and facilitating progress of 

programs toward established goals; (c) using supervision, 

staff development and performance evaluation to improve the 

instructional processes of the school; (d) managing 

personnel, finances, and facilities; (e) establishing and 

managing an environment conducive to learning; and 

(f) communicating accurately and effectively (Duttweiler & 

Hord, 1987). 

The National Association of Secondary School Principals 

began an Assessment Center Project in 1975 to assist school 

districts in identifying and developing highly skilled 

school leaders. The skills assessed by the center included 

the following: problem analysis, judgement, organizational 

ability, decisiveness, leadership, sensitivity, stress 

tolerance, oral communication, written communication, range 

of interest, personal motivation, and educational values 

(Hersey, 1986). Tennessee educators identified these 

competencies for principals and assistant principals: 

instructional leadership, organizational management, 
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communication and interpersonal relations, professional 

growth and leadership, and basic communication skills 

(Duttweiler & Hord, 1987). 

Snyder and Johnson (1985) developed a needs assessment 

instrument to provide school district superintendents with a 

method of determining the skills needed by principals as 

they experience shifts in job emphasis. Administrative 

training needs were assessed in these seven areas: (a) the 

principalship, consisting of questions embracing the 

perspectives of leadership, planning, organizing, motivating 

organizational behavior, and controlling; (b) the school as 

an ecological system, which addressed the environmental 

suprasystem as well as the goal, psychosocial, structural, 

technical, and management subsystems; (c) creative problem 

solving, which focused on real school organizational 

problems, communication skills, and problem solving steps; 

(d) staff development, which encompassed clinical 

supervision, inservice training, and evaluation; 

(e) collaborative long-range planning, which included goal 

setting, resource assessment, program planning, 

implementation and monitoring functions, and evaluation 

procedures; (f) planning for school growth, with emphasis on 

principals' varied tasks such as action planning and force 

field analysis; and (g) personal awareness, with emphasis on 

personality characteristics, self-concept, and 

administrative-style effectiveness. Respondents included 
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337 elementary, middle, and high school principals from 

eight school districts including Fort Worth, Texas; Phoenix, 

Arizona; and Raytown, Missouri. The principals surveyed 

reported that they desired training in all seven categories. 

Their responses affirmed that the management tasks in the 

model were perceived by principals as important to their 

jobs. The average need index indicated that principals did 

not perceive a high level of knowledge and skill in any 

category. 

The Georgia Education Leadership Academy, a state-level 

agency responsible for leadership training, sponsored a 

series of studies to assess administrative training needs on 

the same 61 administrative tasks (Katz, 1988). This effort 

began in 1985. Superintendents were assessed in 1985, 1986, 

and 1987; principals in 1987; and staff development 

coordinators in 1988. According to Katz, 

surveying all three professional groups instead of any 
one of them makes it possible to expand one's 
understanding of the data, to see the larger tableau 
because superintendents, principals, and staff 
development coordinators have such different vantage 
points from which to evaluate administrative needs, 
(p. 55) 

The administrative training needs ranked highest by the 

Georgia principals were (a) evaluating program effectiveness 

and implementing changes; (b) stress management; 

(c) computers and data processing; (d) legal considerations; 

and (e) supervision and evaluation of staff. 

Superintendents agreed with principals on two of the top 
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five administrative training needs. They identified 

supervision and evaluation of staff as the highest training 

needs for principals (Katz, 1988). 

During the 1988-1989 school year, Region XI Education 

Service Center conducted a training needs assessment of 672 

administrators from 47 school districts on the Texas Core 

Curriculum for Management and Leadership Development. 

Respondents were provided a profile comparing their 

individual perceptions to the total group in the same job 

category. Participants were volunteers from a 10-county 

region in North Central Texas. Of the respondents, 418 were 

principals, vice-principals, and assistant principals. The 

responding principals perceived human relations 

(individual), receptive communication, and planning as the 

most important skills for their jobs. They perceived 

evaluation, creative thinking, and data/technology as least 

important to their jobs. Respondents perceived themselves 

most competent on human relations (individual), 

organization, and receptive communication, and least 

competent on creative thinking, evaluation, and 

data/technology. 

Today, training curricula for principals are being 

influenced by the site-based decision making movement 

(Bergman, 1992) and the quality movement with an emphasis on 

continuous improvement (Bonstingl, 1992). The role of the 

principal is being redefined as a facilitator of change, a 
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coach for collaborative effort, and the person responsible 

for developing a shared vision for the organization (Barth, 

1993; Bennis, 1989; Peters & Waterman, 1982). Peter Senge 

(1990) believes in building a learning organization, but 

many educators are talking about building a learning 

community (Marte1, 1993). 

Professional staff development should be based on the 

assessment of staff needs. Wood, Thompson, and Russell 

(1981) defined need as the gap between the expected 

professional performance and actual performance in the work 

setting. They emphasized that professional staff 

development should address attitudes, skills, and 

substantive knowledge, and that good staff development 

should prepare administrators to implement research findings 

and best practices. Hallinger and Wimpelberg (1989) 

asserted that leadership training needs come from three 

areas: (a) research-based effectiveness correlates; 

(b) management- and school-oriented skill packages; and 

(c) individualized reflective insight. 

Rutherford, Hall, and George (1982), who identified 

seven stages of concern that principals often have about 

their role as facilitators of change, developed a reliable 

and valid questionnaire to measure the stages of concern in 

change facilitators. The seven stages of concern for change 

facilitators are awareness, informational, personal, 

management, consequences, collaboration, and refocusing. A 
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stages-of-concern-profile can serve as a needs assessment 

for training and can be designed to respond to the most 

intense concerns. This conceptual framework for assessing, 

monitoring, and facilitating the change process is called 

the Concerns-Based Adoption Model (Rutherford, Hord, & 

Thurber, 1984). 

Research on effective staff development suggests that 

certain practices are more effective for facilitating the 

learning of new skills or knowledge and the transfer to on-

the-job performance. Joyce and Showers (1983) found that 

transfer to on-the-job performance increased from 15% to 85% 

when peer coaching was an important element of staff 

development training. Staff development programs are more 

effective when they are planned in response to the assessed 

needs of participants and when content matches the current 

developmental level of participants (Elam, Cramer, & 

Brodinsky, 1986); when the program provides for different 

concerns at different stages of the change process 

(Rutherford et al., 1982); when self-diagnosis is included 

in the needs assessment (Dillon-Peterson, 1981); and when 

opportunities for reflection are included (Barth, 1984; 

Pitner, 1987). 

According to Wayne Seller, head of the Ontario 

Institute for Studies in Education, "the changing image of 

the principal from a manager to a transformational leader 

does not render obsolete the traditional skills of an 
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effective principal" (Seller, 1993, p. 25). It does require 

a different use of those skills and, thus, different 

professional development programs for principals. During 

the last 2 years, Seller has used a professional development 

program based on four components: (a) reflection on present 

role, (b) understanding the changing conditions, 

(c) diagnosing the present state, and (d) planning for the 

change. This process training model includes assessment as 

an integral part of the training model. Training models 

similar to this one do not have enough data over time to 

draw empirical conclusions about their effectiveness, but it 

seems to be the direction of much principal training today 

(Barth, 1988; Fullan & Hargreaves, 1991; Goodlad, 1984; 

Sergiovanni, 1990). 

In summary the importance of the principal as an 

integral leader in school improvement is widely recognized 

today. Training implications continue to emerge as the role 

evolves. There has been some research on assessing training 

needs, but very little research on measuring the impact of 

training on job performance. In the research on 

administrators' training needs that has occurred, it appears 

that self-perception of need should be an essential part of 

any needs assessment (McEnery and McEnery, 1987) and that 

others' perceptions can also be valuable (Katz, 1990). 

There is consensus among researchers that on-going staff 

development for principals is essential. 



24 

The Texas Core Curriculum Compared to Current 
Management and Leadership Theory 

The Texas Core Management and Leadership Curriculum was 

adopted by the Texas State Board of Education in 1988, in 

response to 1984 legislation. The State Board of Education 

rule requires that school districts offer inservice training 

in management skills for supervisors and administrators, 

including principals and superintendents. The rule requires 

36 hours of instructional leadership training and teacher 

appraisal certification, in addition to the management and 

leadership training. Each Texas administrator must have an 

individual professional development plan which identifies 

management and leadership needs and must participate 

annually in professional development activities. The 

individual professional development plan must be consistent 

with state priorities for academic improvement, the 

district's priorities, and the mission of the campus or 

program for which the administrator is responsible. The 

professional development plan is to be based on the core 

curriculum and job specific performance identified in annual 

administrator performance appraisal based on the 

administrator's job description (Texas, 1988). 

The core curriculum was influenced by educational 

administration, business, and industry. Flexibility was 

required by state board rule. The core curriculum was not 

developed for mandated or canned training programs in which 
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all administrators have to be trained. It was developed as 

a guide to help design individual professional development 

programs (Texas LEAD Center, 1988). 

There are four core curriculum skill areas: 

(1) administrative skills, (2) conceptual skills, 

(3) interpersonal skills, and (4) resource skills. The 

administrative subskills are planning, organization, 

implementation, and change management. The conceptual 

subskills are strategic thinking, observation skills, 

problem analysis, creative thinking, risk assessment, and 

evaluation. Among the interpersonal subskills are human 

relations, receptive communication, expressive 

communication, and conflict resolution. Resource subskills 

include the management of fiscal matters, personnel, 

facilities, data and technology, and school support systems 

(Texas, 1988). 

"Most of the skills outlined in the core curriculum 

have previously been recognized as important by graduate 

educational administration programs and continuing education 

programs in Texas" (Texas LEAD Center, 1988, p. 10). 

However, because this core curriculum was adopted toward the 

end of the state reform movement of the 1980s, it is 

important to examine its appropriateness in light of more 

recent management and leadership research and theory. More 

recent legislation, Senate Bill 1 (Texas, 1990b), while not 

changing any of the previously mentioned legislation or 
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rules, added requirements for campus accountability, site-

based decision making, and additional responsibilities for 

school principals. With these requirements for campus 

accountability, attitudes toward training may change. 

Campus comparisons and accountability measures could greatly 

influence principals' perceptions of the need for management 

and leadership development. Superintendents also have to 

answer to the community for the poor performance of 

principals. Therefore, both the principal and the 

superintendent have a significant interest in the successful 

job performance of the principal. 

The core curriculum addresses both management and 

leadership skills, which are perceived by many as different 

functions. According to Guthrie and Reed (1987) leadership 

is the quality that enables an individual "to motivate and 

inspire others to adopt, achieve, and maintain 

organizational and individual goals" (p. 199). Duttweiler 

and Hord (1987) defined leadership as "the ability to 

transform the organization according to a vision of where it 

should be moving" (p. 1). Warren Bennis (1989) listed these 

basic ingredients of leadership: guiding vision, passion, 

integrity, trust, curiosity, and daring. Management is more 

commonly used to describe administrative functions and job-

specific duties. Bennis compared leaders to gardeners who 

make things grow, and managers to mechanics who make things 
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work. An effective school administrator must both manage 

and lead (Horn, 1988). 

The Texas legislative mandate for management and 

leadership development training not only provides Texas 

principals an opportunity to improve and polish their 

skills, but it also provides them with a publicly acceptable 

way to justify the time spent on professional improvement of 

management and leadership skills. The challenge for 

administrative trainers is to achieve an appropriate mix of 

training opportunities on management tasks and leadership 

skills. In the Texas Core Curriculum the administrative 

skills and resource skills are more closely related to 

management and the conceptual and interpersonal skills are 

more closely related to leadership as defined here. 

Hallinger and Wimpelberg (1989) discussed traditional 

and emerging administrative professional development. 

Because the Texas core curriculum emerged in the midst of 

the effective schools movement, it was designed as a 

traditional curriculum; however, the effective-schools 

correlates identified by Edmonds and Frederiksen (1978)— 

instructional leadership, positive school climate, 

instructional focus, measurement, and high expectations—are 

not specifically addressed in the core curriculum. Even 

though the core curriculum appears to be rather traditional, 

with emphasis on skill content, a closer look reveals that 

it includes elements that apply to transformational 
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leadership (Leithwood, 1992) and the emerging approach to 

administrative professional development. For example, trust 

is one of the indicators under the subskill human relations 

(individuals). Deming (1986) asserted that trust is 

essential before an organization can achieve quality. Trust 

is not a skill that can be mastered in a traditional 

training program, but it is a quality that can be explored, 

reflected upon, and dialogued about among peers in an 

emerging training approach. In the core curriculum the 

quality movement is recognized with quality control as an 

indicator under strategic thinking. The core curriculum 

includes a subskill on change management, based on the 

important role that today's administrators have as 

facilitators of change (Hord, Rutherford, Huling-Austin, & 

Hall, 1987). The concept of individuals as the most 

important resource in collaborative processes (Lee, 1991; 

Patterson, 1993) is recognized in the core curriculum; one 

of the four core skill areas is interpersonal skills. 

Although vision is an important topic in the most 

recent literature on leadership, no reference is made to 

vision in the Texas Core Curriculum. Vision is a widely 

shared sense of purpose which focuses those who need to 

understand what an organization is about and how it intends 

to accomplish its goals (Barth, 1993; Boyd, 1992; Manasse, 

1986; Nanus, 1992). Barth (1993) explained, "For me, a 

vision is a kind of moral imagination which gives school 

people, individually and collectively, the ability to see 
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their school not only as it is, but as they would like it to 

become" (p. 10). Leaders must motivate individuals to share 

a vision and to work to make the vision come true. 

According to Westley and Mintzberg (1989), visionary 

leadership involves a three-stage continuum. It is an image 

of the desired future for the organization which is 

communicated or shared and serves to empower followers so 

that they can enact the vision. 

Two other current topics are not reflected in the core 

curriculum. Systems thinking and specific collaborative 

leadership skills may be appropriate topics for the 

curriculum. With the publication of Peter Senge's (1990) 

book, The Fifth Discipline, systems thinking began 

influencing organizational leaders. Deming (1986) also 

underscored the importance of systems thinking with his 

suggestion that variation within upper and lower control 

limits is caused by the system rather than the individuals 

within the system. The concept of systems thinking could be 

explored under the administrative and conceptual skills of 

the Texas Core Curriculum, but there is nothing in the core 

curriculum to direct thinking in that direction if the 

principals have never been exposed to the concept of systems 

thinking. 

Collaborative leadership skills are not emphasized in 

the core curriculum. Even though interpersonal skill is one 

of the four core skill areas, collaborative techniques are 
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only an indicator under human relations (group). With the 

emphasis on site-based decision making, Texas principals 

need knowledge, skills, and attitudes that support shared 

decision making, team building, and consensus building 

(Patterson, 1993). 

Designers of professional development programs have 

begun to move away from "deductively driven, theory-based 

content of the social and behavioral sciences" (Hallinger & 

Wimpelberg, 1989, p. 7). Program content in leadership 

academies and principals' centers is grounded more in 

practice and professional experience. Thus, the processes 

used in training have become more important than the content 

or curriculum. The Texas Core Curriculum does not prescribe 

a training process or delivery model. It could be delivered 

in traditional training classroom settings as a core body of 

knowledge that all principals must master in some seguential 

way to retain certification, or it could be delivered in an 

inductively derived, experience-based, reflective process 

that includes problem solving and peer coaching (Barth, 

1986; Crowson & MacPherson, 1987; Seller, 1993). 

The movement toward inductively generated knowledge and 

personal frameworks for understanding problems of practice 

has important implications for the design of professional 

development programs. There is an increased emphasis on the 

learner (principal) rather than the teacher as the source of 

expertise. The teacher becomes a facilitator for sharing 
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knowledge. Many experts suggest that it is very appropriate 

to have informal learning in nontraditional settings with 

faculty made up of educational practitioners and managers 

and leaders from other sectors of society as well (Barnett, 

1987; Barth, 1986; Seller, 1993). Another important aspect 

in the design of principal training is voluntary 

participation (Hallinger & Wimpelberg, 1989). The Texas 

program imposes requirements for training; however, no 

minimum number of hours is required, and the choice of 

training is left to the discretion of the individual. 

In considering the appropriateness of the Texas Core 

Curriculum, it is beneficial to compare its content to other 

management and leadership training programs. In 1989, a 

team of doctoral students and faculty from the University of 

Georgia conducted a major study to identify the dimensions 

of educational leadership. After a review of the 

literature, they identified 12 dimensions and verified them 

in a national sample of 1,629 individuals. The 12 

dimensions were (1) communication, (2) staff development, 

(3) instructional program, (4) planning and change, 

(5) motivating and organizing, (6) observation and 

conferencing, (7) curriculum, (8) problem solving and 

decision making, (9) service to teachers (support), 

(10) personal development, (11) community relations, and 

(12) research and program evaluation (Heitmuller, Leuzinger, 

McAfee, Smith, & Pajak, 1993). 
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Nine of the dimensions identified in the Georgia study 

are identical to subskills in the Texas Core Curriculum, and 

subskills or indicators exist in the Texas curriculum that 

are related to the other three dimensions. Heitmuller et 

al. (1993) also emphasized the importance of the delivery of 

training. They recommended that administrators categorize 

their training needs into attitudes, knowledge, and skills. 

An emphasis on knowledge or skills might require 

information-based or ski11-development training, but 

emphasis on attitudes suggests staff development experiences 

that allow participants to explore belief systems and 

assumptions. 

Because our findings indicate that attitudes comprise 
the heart of educational leadership, we believe that 
attitudinally focused activities such as reflection on 
professional practice and collegial dialogue should be 
the basis for leadership development experiences. 
(Heitmuller et al., 1993, p. 31) 

Hahn and Mohrman (1985) surveyed representatives of 

business and industry regarding the general learning goals 

of management training programs provided by corporations for 

their employees. The twelve learning goals that emerged as 

most important were (1) problem solving and decision making, 

(2) understanding the managerial role, (3) oral 

communication, (4) interpersonal skills, (5) effective 

listening, (6) managing organizational change, 

(7) negotiation and conflict resolution, (8) assuming 

responsibility, (9) delegating responsibility, 
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(10) understanding leadership styles, (11) self-confidence, 

and (12) self-evaluation. Ten of these goals are clearly 

and directly reflected i the Texas Core Curriculum. 

In summary, the Te c ts Core Curriculum for Management 

and Leadership Development of Principals and Other 

Administrators appears to be consistent in content with 

existing research and theory of management and leadership 

curriculum and flexible enough to be delivered through 

emerging training models. However, vision and systems 

thinking should be added to the core curriculum and the 

collaborative leadership skills should be expanded. 

Training opportunities need to include activities that focus 

on problem solving, encourage peer dialogue, and provide 

time for reflective practice and, when appropriate, peer 

coaching. 

Factors Influencing Superordinate and 
Subordinate Relationships 

Previous research comparing superordinates' and the 

self-ratings of subordinates has yielded mixed results. In 

a number of studies self-ratings have tended to be more 

lenient with less variability than superior ratings 

(Holzbach, 1978; Parker, Taylor, Barrett, & Martens, 1959; 

Prien & Liske, 1962; Thornton, 1968). Contrary to this 

research, however, Heneman (1974) found that self-ratings 

possessed less leniency, restriction of range, and halo 

error than did superior ratings. Superiors consistently 
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exhibited greater halo effects than did self-ratings 

(Klimoski & London, 1974; Lawler, 1967). Examination of the 

research reveals that superordinates and subordinates often 

disagree on the issue of job performance and competence 

ratings and that subordinates do not understand their 

superordinates' perceptions (Lawler, 1967; Nealy & Owen, 

1970; Smircich & Chesser, 1981). 

How superordinates' and subordinates' perceptions are 

influenced by rater bias is important to this research study 

which is a comparison of the perceptions of superintendents 

(superordinates) and principals (subordinates). Because the 

influence of six demographic factors on the agreement 

between superordinates and subordinates is examined in this 

study, a review of the research to determine how 

demographic, non-task factors are likely to bias perceptions 

and thus affect assumptions or interpretations of findings 

is pertinent. 

Research suggests that demographic factors such as 

gender, age, and experience have a relatively small impact 

as biasing factors on perceptual agreement between 

superordinates and subordinates. Research on the influence 

of gender on performance ratings became quite common in the 

1980s (Cleveland & Landy, 1981; Dipboye, 1985; Rosenstein & 

Hitt, 1986; Waldman & Avolio, 1986; Williams & Walker, 

1985). However, much of this research involved laboratory 

simulations. Griffeth and Bedeian (1989), who did a study 
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that was field based with actual performance ratings in an 

accounting setting, found no significant difference in the 

ratings received by male and female accountants. Dobbins 

and Trahan (1986) found bias against females in male-

dominated occupations. Perhaps the inconsistent findings 

are attributable to the fact that the accounting profession 

is gender-neutral and is no longer male dominated (Griffeth 

& Bedeian, 1989). 

In another study, Smith and DeWine (1991) investigated 

gender influences on the perceptions of subordinates and on 

requests for support in the workplace. Their study has 

important implications for how males and females perceive 

the purpose of professional development activities, because 

staff development can be construed as support for career 

advancement and success. One of the categories included in 

the responses regarding requests for support in the Smith 

and DeWine study was career or professional development. An 

understanding of the effects of traditional male and female 

role stereotypes on the ability to seek out and request help 

and the impact of male and female role stereotypes on 

perceptions of communication competence helps underscore the 

critical nature of the superordinate-subordinate 

relationship in organizations. No significant difference 

was found by Smith and DeWine in the superordinates' 

perceptions of the subordinates' communication competence 

based on the superordinates' psychological or biological 
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gender. However, regardless of the superordinates' gender, 

they rated female subordinates higher In competence than 

males when requesting support. This was not true when 

subordinates asked for Information; then, there was no 

significant difference In how superordinates perceived the 

competence of male and female subordinates. 

Rater gender has been found to be associated with 

ratings of leadership In several studies. Research suggests 

that females generally rate leadership of ratees higher than 

do males (Bartol & Butterfield, 1976; Lee & Lavarez, 1977; 

Lord, Phillips, & Rush, 1980). 

Research studies to examine the effects of 

superordinate and subordinate age on perceptions and ratings 

of competence have resulted in mixed results. A number of 

studies suggest that subordinate age may affect supervisory 

attitudes and decisions (Bird & Fisher, 1986; Kirchner & 

Dunnette, 1954; McEvoy & Cascio, 1989; Waldman & Avolio, 

1986). Two studies were found that address the effect of 

subordinate age on differences between self- and 

superordinate-ratings. Lawler (1967) found that older 

managers' self-ratings tended to be higher than supervisory 

ratings while younger managers' self-ratings tended to be 

lower than corresponding supervisory ratings. Ferris, 

Yates, Gilmore, and Rowland (1985) conducted a study in a 

hospital setting. Ratings of nurses were examined for 

congruence of self- and supervisory-ratings for three age 
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groups including young (21 to 29 years), middle-aged (30 to 

39 years), and older (40 to 61 years) employees. Their 

findings supported those of Lawler; older subordinates' 

self-ratings were higher than those of their younger 

counterparts. In addition, self- and supervisory-rating 

agreement occurred only with the middle-age group. The 

young group consistently underrated, while the older group 

overrated their performance relative to supervisory ratings. 

Results of numerous studies support the finding that older 

employees tend to have positive self-perceptions (Chiriboga 

& Thurner, 1975; Diener, 1984; Neugarten, 1968; Rhodes, 

1983). 

Supervisors' age may interact with subordinates' age to 

affect supervisory ratings (Cleveland & Landy, 1981; Rosen & 

Jerdee, 1976; Schwab & Heneman, 1978). Shore and Bleicken 

(1991) found greater agreement between self- and 

supervisory-ratings with increasing supervisor age. They 

hypothesized that subordinate age and superordinate age work 

interactively to affect rating congruence; however, this 

proved true for only one of the performance dimensions. 

Results were not conclusive, but suggested a general pattern 

of greater congruence when managers and employees are 

dissimilar in age. Unlike the Ferris et al. (1985) study, 

which revealed the greatest congruence for middle-age 

workers, results of Shore and Bleicken (1991) showed the 

least rating congruence for this group. The most-consistent 
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rating congruence was found for older workers. Because 

nurses were used in one study and blue collar workers in the 

other, the inconsistent findings may be attributable to 

interaction between the type of job and age stereotyping. 

Much of the past research on age has been done in 

laboratory simulation (Dipboye, 1985). Griffeth and Bedeian 

(1989) collected actual performance ratings from a large 

number of superior-subordinate dyads in field settings. 

Their results indicated that younger raters (age 30 to 39 

years) gave lower evaluations of overall job performance and 

commitment than did older raters. Their study also revealed 

that variations in employee performance ratings due to ratee 

age can be accounted for by chance alone, and that there is 

no multivariate effect attributable to an interaction 

between rater and ratee age. 

Dedrick and Dobbins (1991) found that job 

simplification was rated as more appropriate for older 

subordinates, while training was rated as more appropriate 

for younger employees, following poor performance. This 

finding suggests that managers may fail to suggest or value 

professional development opportunities sought by older 

subordinates because of age stereotyping. 

Ferris, Judge, Chachere, and Liden (1991), who found 

some evidence to support a dissimilarity model of age 

demography, found that work-group age composition and 

superordinate age interacted to influence superordinate 
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ratings of subordinate performance. Younger superordinates 

tended to give higher performance ratings to subordinates in 

work groups of older age composition than of younger age 

composition. Older superordinates tended to give higher 

performance ratings to subordinates in younger age work 

groups. 

Experience, or job tenure is another factor that can 

influence perceptions of competence on training needs. Less 

research has been related directly to this factor, and much 

of what does exist is integrated in causal or attribution 

studies (Fedor & Rowland, 1989; Larson, 1984; Liden & 

Mitchell, 1985; Mitchell, Green, & Wood, 1981). Ferris et 

al. (1985) found that subordinate job performance ratings, 

while related significantly to subordinate age, were 

unrelated to subordinate job tenure and tenure working for 

the superordinate. 

Mitchell and Kalb (1982), who conducted a laboratory 

study, found that experienced supervisors tended to blame 

the environment more for the poor performance of a 

subordinate and to recommend more changes in the environment 

than did less-experienced supervisors. The results of their 

study also suggest that supervisors with more experience may 

see subordinates' jobs as relatively easy. Liden (1981) 

conducted a study with bank managers. The managers were 

asked to what extent behavior problems of employees were 

caused by characteristics of the situation, such as time 
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pressures, lack of resources, or unclear instructions. 

More-experienced superordinates associated the problems with 

external attributions more than did less-experienced 

superordinates. 

Fedor and Rowland (1989), who investigated supervisor 

attributions of subordinate performance, found that the 

longer and closer the working relationship, the more 

superordinates included external influences in their 

evaluations of how much control subordinates exerted over 

their performance level. However, the data in their study 

indicated that the longer superordinates are in their 

supervisory positions, the more they tend to perceive 

subordinates as having greater control over their 

performance. 

Tsui and O'Reilly (1989) found that the educational 

level of neither the superordinate nor the subordinate had 

an effect on effectiveness and role conflict ratings. This 

was also true of educational differences between them. A 

possible negative dynamic was suggested, however, in 

superordinate-subordinate dyads in which the superordinate 

had the same or less education than the subordinate. 

This summary of research findings has documented 

varying influences of demographic variables on perceptions. 

Other studies have shown that similarity on any number of 

dimensions can increase attraction. Similarity has been 

linked to a positive effect on communication and integration 



41 

in social groups (Landy & Farr, 1980; Turban & Jones, 1988). 

Similarity in pastime preferences has been linked to 

prediction of friendship and attraction (Werner & Parmelee, 

1979). Rosenbaum (1986) found that differences between 

individuals increase the distance between them and lowers 

their interpersonal interaction and liking. Lincoln and 

Miller (1979) analyzed the effects of gender, race, and 

education on work and friendship ties. They found that race 

and gender similarity were positively related to number of 

friendship ties, and that education was associated with 

increased work contacts. Age and tenure similarity were 

positively related to the frequency of technical 

communication in project teams (Zenger & Lawrence, 1989). 

The findings of O'Reilly, Caldwell, and Barnett (1989) 

reinforced those of similar research in that increased 

distance in tenure within work groups was found to lower 

social integration, which was associated with higher 

turnover. 

In a field-based study, Tsui and O'Reilly (1989) 

demonstrated the importance of examining multiple 

demographic variables. They purported that individuals are 

represented by a demographic profile rather than one or two 

demographic variables. Their findings support the idea that 

increased dissimilarity in demographic characteristics is 

associated with lower effectiveness as perceived by 
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superordinates, less personal attraction between the members 

of dyads, and increased role ambiguity by the subordinates. 

In summary, many researchers have investigated the 

influence of individual and multiple demographic factors. 

However, many of the results of these studies are 

inconsistent. In most of the studies cited, demographic 

factors accounted for only a small percentage of the 

variance in the various outcome measures. 

The design and methodology of the study are described 

in Chapter 3. 



CHAPTER 3 

DESIGN AND METHODOLOGY OF THE STUDY 

This study was designed to determine training 

priorities and implications for Texas public school 

principals as mandated by the Texas Legislature on the core 

curriculum for management and leadership development. A 

stratified sample of principals and their superordinates was 

surveyed to examine their perceptions concerning the 

principals' competence and the importance of the core 

curriculum skills to the principals' role. 

Included in this chapter is an explanation of the 

design and methodology used in this study. The explanation 

includes characteristics of the targeted and accessible 

populations, a description of the sampling methodology, a 

description of the instrument, and a description of the data 

analysis. 

Characteristics of the Targeted and 
Accessible Populations 

The targeted population consisted of 360 principals and 

their 360 superordinates, selected via a stratified random 

sampling from all public schools in Texas (Appendix B). The 

accessible population is the 122 principals and 120 

superordinates who returned the core curriculum assessment 

43 
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of administrative training needs. The overall response rate 

was 34 percent. 

Sampling Methodology 

A stratified random sampling was used to select from 

the targeted population. Using the Texas School Directory 

(Texas Education Agency, 1990-91), the public school 

districts of Texas were separated by size into small, 

medium, and large districts. In order to achieve an equal 

representation of elementary, middle schools/junior highs, 

and high schools, each district size category was divided 

into three subgroups. Schools in each district were listed 

in the appropriate subgroup in the order they appear in the 

directory. Campus numbers were used to determine the proper 

category for each school. Single attendance-area schools 

were classified by the campus number assigned in the Texas 

School Directory. Each school was numbered in consecutive 

order and a table of random numbers was used to select 40 

schools from each subgroup in each district size category, 

for a total of 360 schools. The principals listed for each 

selected school constituted the targeted population. In 

large districts, each principal identified his or her 

superordinate; in medium and small districts the 

superintendent was assumed to be the superordinate. 

The principals and their superordinates each received 

an assessment packet. Each packet included a cover letter 
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describing the study, a set of instructions for the 

respondent, an assessment instrument, and a stamped, self-

addressed return envelope. Assessment instruments were 

coded to facilitate the matching of principals and 

superordinates. 

Instrument 

The assessment instrument used in this study was 

designed from the Texas State Board of Education Core 

Curriculum by the president of Performance, Assessment and 

Learning Systems, Houston, Texas, in conjunction with the 

author of this study. The instrument, which was designed to 

assess perceptions of importance and competence on the core 

curriculum, consists of 4 skills, 22 subskills, and 86 

indicators (Appendix C). 

A panel of experts was used to validate the instrument. 

The panel consisted of two professors of educational 

administration from the University of North Texas, three 

principals (one each from a small, medium, and large 

district), and two superintendents. All 112 items on the 

instrument were found to be usable by all panel members. 

Twenty suggestions were made for modification in wording, 

but no more than one panel member suggested a modification 

on any single item. 

In the assessment instructions, respondents were asked 

to rate each core curriculum skill, subskill, and indicator 
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on importance to the principal's role and their perceived 

competence of the principal. The definitions on the 

instrument are not part of the state's core curriculum. 

Based on a study of management and leadership literature, 

the definitions were added to achieve more consistent 

interpretation. A scale ranging from one to five was used 

to indicate the strength of the respondents' perceptions, 

with 1 signifying low importance or competence and 5 

signifying extremely high importance or competence. 

For this study, principals were asked to respond based 

on their own assignment and responsibilities. 

Superordinates were asked to respond with their perceptions 

concerning how important survey items are to principals' 

responsibilities and how competent they perceived the 

principals to be on that item. All responses were 

anonymous. Codes were used to match principals and 

superordinates, but did not identify respondents. 

Demographic information was collected on each respondent in 

order to analyze data for research questions 9 and 10. 

Demographic data collected included district size, highest 

degree of respondent, age of respondent, building level 

assignment of the principal, experience of the respondent, 

and gender of the respondent. 
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Data Analysis 

This study required both descriptive and inferential 

statistics to answer the 11 research questions. Means and 

standard deviations were calculated on the relevant data to 

answer the first 4 questions. Univariate and multivariate 

analysis of variance were used to analyze data for questions 

5 through 8. Multiple regression was used to respond to 

question 9, and Pearson's product-moment correlation 

analysis and multiple regression analysis were used to 

answer question 10. Question 11 required analysis of all 

the results and the application of findings to current and 

future management and leadership training programs. Results 

of the statistical analyses are presented in the following 

chapter to address questions 1-10. Question 11 is addressed 

in Chapter 5. 



CHAPTER 4 

PRESENTATION OF RESULTS 

The results of the statistical analyses for research 

questions 1 through 10 are presented in this chapter. 

Question 11 is addressed in Chapter 5 because it requires 

analysis of all results in order to determine priorities and 

implications for the design of management and leadership 

development training. 

Validity and Reliability of the 
Survey Instrument 

The survey instrument used for this study is assumed to 

be a valid measure of the job skills and subskills needed to 

be a successful principal. The instrument was validated by 

a panel of experts. A reliability analysis of the raw data 

resulted in an alpha coefficient of 0.98859. 

Summary of Statistical Procedures 

Computer statistical analysis was done using the 

Statistical Package for the Social Sciences (SPSS). Because 

samples were drawn from populations assumed to be normally 

distributed with homogeneity of variance, parametric 

statistical procedures were used which included the 

following statistical methods: means and standard 

deviations were calculated for the first 4 research 
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questions; univariate and multivariate analyses were used 

for questions 5 through 8; multiple regression was used for 

question 9, and Pearson correlation analysis and multiple 

regression analysis were used to analyze the data for 

question 10. 

Statistical Responses to the Research Questions 

Question 1 

Which core curriculum skills and subskills do campus 

principals perceive as the most and the least important to 

their principalship? 

The means and the standard deviations of principals' 

responses to the importance of the four core curriculum 

skills to the principalship are presented in Table 1. Their 

perceptions of the importance of the 22 subskills to the 

principalship are presented in Table 2. Data are arranged 

in descending order by means; standard deviations are 

reported to indicate the variation of the responses. 

The principals perceived administrative skills as the 

most important core curriculum skill area to their jobs. 

The mean rating for administrative skills was 4.760 on a 

five-point scale. The standard deviation of .448 indicates 

that responses for administrative skills had the least 

variation among the four skill areas measured. The 

principals perceived that conceptual skills were the least 

important to their jobs, with a mean rating of 3.852. 
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Table 1 

Principals/ Perceived Importance of the Core Curriculum 
Skills to the Principalship 

Core Skill Mean 
Standard 
Deviation 

Administrative skills 4.760 .448 

Interpersonal skills 4.156 .750 

Resource skills 4.131 .771 

Conceptual skills 3.852 .688 

Note, n = 122 

Table 2 

Principals' Perceived Importance of the Subskills to the 
Principalship 

Subskill Mean 
Standard 
Deviation 

Problem analysis 
Organization 
Creative thinking 
Facilities 
Observations 
Support systems 
Data/technology 
Strategic thinking 
Receptive communication 
Change management 
Human relations (group) 
Implementation 
Planning 
Personnel 
Reflective practice skills 
Conflict resolution 
Evaluation 
Fiscal 
Human relations (individual) 
Risk assessment 
Expressive communication 
Motivation 

4.516 
4.508 
4.467 
4.430 
4.385 
4.352 
4.344 
4.262 
4.172 
4.082 
3.975 
3.959 
3.926 
3.885 
3.877 
3.869 
3.762 
3.680 
3.623 
3.615 
3.615 
3.615 

.671 

.620 

.658 

.717 

.674 

.667 

.701 

.653 

.830 

.734 

.776 

.697 

.565 

.855 

.767 

.862 

.761 

.884 

.785 

.807 

.807 

.904 

Note, n = 122 
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Mean ratings on the importance of the various subskills 

to the principalship ranged from 4.516 on problem analysis 

to 3.615 on motivation. Ratings on all subskills varied 

less than one standard deviation from the mean. The least 

variation occurred in ratings on the importance of planning 

skills, and the greatest variation occurred in ratings on 

the importance of motivation skills for a principal. 

Question 2 

Which core curriculum skills and subskills do 

superintendents or the assigned superordinates perceive as 

the most and the least important to the principals' job? 

The means and the standard deviations of 

superordinates' ratings of the importance of the four core 

curriculum skills to the principalship are presented in 

Table 3. Their perceptions of the importance of the 22 

subskills to the principalship are presented in Table 4. 

Data are arranged in descending order by means. Standard 

deviations are reported to indicate the variation of the 

ratings on each subskill by the superintendents or 

superordinates. 

Superordinates' ratings on the importance of the core 

skill areas to the principalship ranged from 4.800 on 

administrative skills to 3.824 on conceptual skills. 

Variation in ratings on all four skills was less than one 

standard deviation from the mean. Standard deviations 

ranged from .402 on administrative skills to .840 on 

conceptual skills. 
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Table 3 

Suoerordinates/ Perceived Importance of the Core Curriculum 
Skills to the Principals' Job 

Core Skill Mean 
Standard 
Deviation 

Administrative skills 

Interpersonal skills 

Resource skills 

Conceptual skills 

4.800 

4.292 

4.200 

3.824 

.402 

.666 

.681 

.840 

Note, n = 120 

Table 4 

Superordinates' Perceived Importance of the Subskills to the 
Principals' Job 

Subskill 

Organization 
Problem analysis 
Creative thinking 
Strategic thinking 
Observations 
Receptive communication 
Data/technology 
Change management 
Personnel 
Reflective practice skills 
Support systems 
Facilities 
Implementation 
Planning 
Human relations (group) 
Conflict resolution 
Fiscal 
Risk assessment 
Expressive communication 
Motivation 
Evaluation 
Human relations (individual) 

Standard 
Mean Deviation 

4.583 .643 
4.558 .577 
4.487 .636 
4.442 .577 
4.433 .670 
4.358 .646 
4.150 .923 
4.142 .748 
4.067 .847 
4.017 .767 
3.958 1.028 
3.942 .990 
3.917 .856 
3.875 .717 
3.692 .896 
3.658 .874 
3.639 .861 
3.550 .960 
3.517 .898 
3.458 .916 
3.442 .933 
3.425 .806 

Note, n = 120 
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Superordinates' perceptions of the importance of the 22 

subskills to the principal's job ranged from 4.583 on 

organization to 3.425 on individual human relations. Ten 

subskills received a mean rating greater than 4.000 on the 

five-point scale. Standard deviations, although generally 

less than one standard deviation from the mean, ranged from 

1.028 on support systems to .577 on problem analysis and 

strategic thinking. 

Question 3 

Which core curriculum skills and subskills do campus 

principals perceive that they possess the greatest and least 

competence? 

The means and the standard deviations of the 

principals' responses regarding their perceived competence 

on the four core curriculum skills are presented in Table 5. 

Their perceptions of their perceived competence on the 22 

subskills are presented in Table 6. Data are arranged in 

descending order by means. Standard deviations are reported 

to indicate the variation of the responses. 

The principals rated themselves most competent in 

administrative skills, with a 4.434 mean rating. Conceptual 

skills received the lowest mean rating, 3.967. Standard 

deviations ranged from .680 to .760, thus indicating very 

little variation in principals' responses. 
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Table 5 

Principals/ Perceived Competence on the Core Curr-i culim 
Skills 

Core Skill Mean 
Standard 
Deviation 

Administrative skills 

Resource skills 

Interpersonal skills 

Conceptual skills 

4.434 

4.426 

4.099 

3.967 

.680 

.760 

.831 

.727 

Note, n 122 

Table 6 

Principals7 Perceived Competence on the Subskills 

Subskill 

Change management 
Organization 
Reflective practice skills 
Strategic thinking 
Observations 
Problem analysis 
Creative thinking 
Motivation 
Personnel 
Implementation 
Receptive communication 
Human relations (group) 
Fiscal 
Expressive communication 
Risk assessment 
Planning 
Facilities 
Human relations (individual) 
Evaluation 
Conflict resolution 
Support systems 
Data/technology 

Standard 
Mean Deviation 

4.521 .647 
4.516 .633 
4.455 .764 
4.418 .702 
4.328 .857 
4.289 .735 
4.264 .824 
4.174 .738 
4.115 .893 
4.090 .853 
4.083 .940 
3.934 .803 
3.835 .820 
3.833 1.007 
3.760 .764 
3.697 .880 
3.664 .778 
3.628 .797 
3.620 .859 
3.567 .923 
3.402 .933 
3.082 .959 

Note, n = 122 
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The principals perceived that change management was the 

subskill on which they were most competent. Mean ratings 

ranged from 4.521 on change management to 3.082 on 

data/technology, the subskill on which they perceived that 

they were least competent. The greatest variation in 

responses was on the expressive communication subskill, 

which has a standard deviation of 1.007. The least 

variation in responses occurred on organization, with a .633 

standard deviation. 

Question 4 

Which core curriculum skills and subskills do 

superintendents or the assigned superordinates perceive that 

principals possess the greatest and least competence? 

The means and the standard deviations of 

superordinates' perceptions of principals' competence on the 

four core curriculum skills are presented in Table 7. The 

subordinates' perceptions of principals' competence on the 

22 subskills are presented in Table 8. Data are arranged in 

descending order by means. Standard deviations are reported 

to indicate the variation of the responses. 

The superordinates perceived their principals to be 

most competent on resource skills, with a 4.575 mean rating, 

and least competent on conceptual skills, with a 3.792 mean 

rating. Again there was very little variation in responses; 

standard deviations ranged from .589 to .839. 
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Table 7 

Superordinates' Perceptions of Principals* Competence on the 
Core Cu-rricnlTiTn Skills 

Core Skill Mean 
Standard 
Deviation 

Resource skills 

Administrative skills 

Interpersonal skills 

Conceptual skills 

4.575 

4.500 

4.227 

3.792 

.589 

.648 

.786 

.839 

Note, n = 120 

Table 8 

Superordinates/ Perceptions of Principals' Competence on the 
Subskills 

Subskill 

Organization 
Change management 
Strategic thinking 
Observations 
Reflective practice skills 
Problem analysis 
Creative thinking 
Receptive communication 
Personnel 
Fiscal 
Motivation 
Expressive communication 
Implementation 
Risk assessment 
Planning 
Support systems 
Evaluation 
Conflict resolution 
Human relations (group) 
Human relations (individual) 
Facilities 
Data/technology 

Standard 
Mean Deviation 

4.625 .551 
4.592 .572 
4.575 .603 
4.517 .661 
4.458 .660 
4.450 .646 
4.425 .669 
4.267 .807 
4.244 .833 
3.892 .838 
3.883 .862 
3.817 .953 
3.808 .981 
3.678 .761 
3.675 .945 
3.633 .879 
3.627 .855 
3.617 1.006 
3.608 1.040 
3.551 .802 
3.533 .869 
3.322 .942 

Note, n = 120 
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On the 22 subskills, superordinates' ratings of 

principals' competence ranged from a mean of 4.625 on 

organization to a low mean of 3.322 on data/technology. 

Ratings on two subskills varied more than one standard 

deviation from the mean. Human relations (group) had a 

standard deviation of 1.040 and conflict resolution had a 

standard deviation of 1.006. Organization was the subskill 

with the least variation in ratings, as indicated by a .551 

standard deviation. 

Question 5 

Is there a significant difference in the way principals 

and their superintendents or assigned superordinates 

perceive the importance of each core curriculum skill and 

subskill to the principalship? 

A multivariate test of significance was used to first 

determine if there was a significant difference in the way 

principals and superordinates perceived the importance of 

the core curriculum skills collectively. The dependent 

variables were the means on the four skills and the 

independent variables were principals and superordinates. 

The Pillai's trace was used because it is the most robust, 

most powerful, and most reasonably correct test of 

significance, in the event that the assumptions of the 

multivariate analysis of variance are not met (Norusis, 

1990). Univariate tests of significance were used to 
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determine if there were significant differences in the way 

principals and superordinates perceived the importance of 

the individual core curriculum skills to the principalship. 

Results of the multivariate analysis are presented in Table 

9. Results of the univariate tests are presented in Table 

10. 

Table 9 

A Comparison of Principals/ and Superordinates' Perceptions 
of the importance of the Core Curriculum Skills to the 
Principalship 

Test Name Exact F Value Significance of F 

Pillai's .69379 .597 

Note. *]BL < • 05 **£ < .01 

Table 10 

A Comparison of Principals' and Superordinates' Perceptions 
of the Importance of the Individual Skills to the 
Principalship 

Variable F Value 
Significance of 

F 

Administrative skills .47690 .491 

Conceptual skills .13209 .717 

Interpersonal skills 2.51356 .114 

Resource skills .42085 .517 

Note. "El < .05 **p. < .01 
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An examination of the results reveals no significant 

difference in the way the principals and their 

superordinates perceived the importance of any individual 

core skill. 

Multivariate and univariate tests of significance were 

also done on the 22 subskills, as previously described. The 

results of the multivariate tests are presented in Table 11. 

Results of the univariate tests are presented in Table 12. 

Table 11 

A Comparison of Principals' and Superordinates* Perceptions 
of the Importance of the Subskills to the Principalship 

Test Name Exact £ Value Significance of F 

Pillai's 2.03826 .005** 

Note. *p. < .05 **£> < .01 

Pillai's trace multivariate test of significance 

revealed a significant difference at the £ < .01 level in 

the way principals and superordinates perceived the 

importance of the 22 subskills to the principalship. 
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Table 12 

A Comparison of Principals' and Superordinates/ Perceptions 
of the Importance of the Individual Subskills to the 
Principalship 

Significance 
Variable F Value Of F 

Planning .55645 .456 
Organization .55508 .457 
Implementation .36674 .545 
Change management .42487 .515 
Strategic thinking 4.21042 .041* 
Observations .19804 .657 
Problem analysis .19106 .662 
Creative thinking .24797 .619 
Risk assessment .50901 .476 
Evaluation 9.71592 .002** 
Human relations (individuals) 3.75736 .054 
Human relations (groups) 7.17342 .008** 
Receptive communication 3.70467 .055 
Expressive communication 1.09146 .297 
Conflict resolution 3.42385 .066 
Reflective practice skills 2.52607 .113 
Motivation 1.78530 .183 
Fiscal .30590 .581 
Personnel 3.01628 .084 
Facilities 19.09263 .000** 
Data/technology 3.60764 .059 
Support systems 13.08504 .000** 

Note. fcE. < .05 **£ < .01 

Examination of the results indicates that there was a 

significant difference at the £ < .01 level in the way 

principals and their superordinates perceived the importance 

of four subskills to the principalship. The four subskills 

with significant differences at the p. < .01 level were 

evaluation, human relations (groups), facilities, and 
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support systems. Perceptions were significantly different 

at the e. < .05 level on the strategic thinking subskill. 

Question 6 

Is there a significant difference in the way principals 

and their superintendents or assigned superordinates 

perceive principals' competence on each core curriculum 

skill and subskill? 

Pillai's trace, a multivariate test of significance, 

was used to determine if there was a significant difference 

in the way principals and superordinates perceived the 

principals' competence on the core curriculum skills. The 

dependent variables were the means of the four skills and 

the independent variables were principals and 

superordinates. Univariate tests of significance were used 

to determine any significant differences in the way 

principals and superordinates perceived the principals' 

competence on the individual core skills. Results of the 

multivariate analysis are presented in Table 13. Results of 

the univariate tests are presented in Table 14. 

Examination of Table 13 reveals no significant 

difference in the way the principals and superordinates 

perceived principals' competence on the core curriculum 

skills. 
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Table 13 

of the Principals' Competence on the Core Curriculum Skills 

Test Name Exact F. Value Significance of F 

Pillai's 1.78360 .133 

Note. *£ < .05 **£ < .01 

Table 14 

A Comparison of Principals/ and Suoerordinates' Perceptions 
of the Principals' Competence on the Individual Skills 

Variable F Value 
Significance of 

F 

Administrative skills .45174 .502 

Conceptual skills 2.35410 .126 

Interpersonal skills 1.49607 .222 

Resource skills 2.58685 .109 

Note. *£ < .05 **£ < .01 

No significant difference was found in the way 

principals perceived their own competence on any of the core 

skill areas and in the way their superordinates perceived 

the principals' competence. Tests of significance were also 

done on the 22 subskills, as previously described. The 

results are presented in Tables 15 and 16. 
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Table 15 

of the Principals' Competence on the Subskills 

Test Name Exact F Value Significance of F 

Pillai's 2.50502 .000** 

Note. *£ < .05 **E. < .01 

Table 16 

A Comparison of Principals/ and Superordinates' Perceptions 
of the Principals/ Competence on the Individual Subskills 

Significance 
Variable F Value Of F 

Planning .00214 .963 
Organization 1.77627 .184 
Implementation 4.86823 .028* 
Change management .74255 .390 
Strategic thinking 3.56863 .060 
Observations 3.12007 .079 
Problem analysis 3.82265 .052 
Creative thinking 3.26863 .072 
Risk assessment 1.05624 .305 
Evaluation .04626 .830 
Human relations (individuals) 1.15648 .283 
Human relations (groups) 7.48903 .007** 
Receptive communication 2.08602 .150 
Expressive communication .00055 .981 
Conflict resolution .17991 .672 
Reflective practice skills .03694 .848 
Motivation 7.36831 .007** 
Fiscal .20619 .650 
Personnel 1.35288 .246 
Facilities 1.81839 .179 
Data/technology 2.80702 .095 
Support systems 4.11463 .044* 

Note. *£ < .05 **j> < .01 
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The result of Pillai's trace multivariate analysis 

displayed in Table 15 indicates a significant difference in 

the way the principals and superordinates perceived 

principals' competence on the 22 subskills. The difference 

was significant at the p. < .01 level. 

Examination of Table 16 reveals that the principals and 

their superordinates had significantly different perceptions 

of the principals' competence on four subskills. Their 

perceptions were significantly different at the p. < .05 

level on the subskills of implementation and support systems 

and at the £ < .01 level on human relations (groups) and 

motivation. 

Question 7 

For matched pairs (principal and superordinate), is 

there a significant difference in how important they 

perceive each skill and subskill? 

Statistical tests of significance were done on matched 

pairs to determine sources of variation on how they 

perceived the importance of each skill and subskill to the 

principalship. Of the 122 principals and 120 superordinates 

in the accessible population, 52 matched pairs responded. 

This means that among all respondents, 52 principals and 

superordinates worked in the same district. Results from 

the analysis of variance between matched pairs on the core 

curriculum skills are presented in Table 17. Results for 

the subskills are presented in Table 18. 



65 

Table 17 

A Comparison of Perceptions of Matched Pairs of Principals 
and Superordinates on the Importance of Individual Core 
Curriculum Skills to the Principalship 

Variable F Value 
Significance of 

£ 

Administrative skills 

Conceptual skills 

Interpersonal skills 

Resource skills 

.47201 

.89334 

2.25115 

.54008 

.497 

.350 

.140 

.466 

Note. *E < .05 **£. < .01 

Table 18 

A Comparison of Perceptions of Matched Pairs of Principals 

to the Principalship 

Significance 
Variable F Value of F 

.45226 .505 

.69541 .411 

.02230 .888 
1.25121 .268 
2.58233 .115 
1.20007 .279 
.92331 .341 
.49906 .489 
.04324 .837 

6.03133 .017* 
.80236 .376 

1.51914 .225 
4.01883 .051 
.43376 .513 

2.99254 .090 
1.53432 .222 
.42277 .518 
.05532 .821 
.51562 .479 

11.84133 .001** 
1.83278 .182 
6.58111 .013* 

Planning 
Organization 
Implementation 
Change management 
Strategic Thinking 
Observations 
Problem analysis 
Creative thinking 
Risk assessment 
Evaluation 
Human relations (individuals) 
Human relations (groups) 
Receptive communication 
Expressive communication 
Conflict resolution 
Reflective practice skills 
Motivation 
Fiscal 
Personnel 
Facilities 
Data/technology 
Support systems 

Note. < .05 * * E < -01 
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The data presented in Table 17 reveal that there were 

no significant differences at the p, < .01 or the £ < .05 

level. The perceptions of the matched pairs of principals 

and their superordinates on the importance of individual 

core skills to the principalship were similar. F values 

ranged from .47 to 2.25, and the significance of F, ranged 

from .140 to .497. 

The matched pairs of principals and their 

superordinates had significantly different perceptions on 

the importance of three subskills to the principalship. 

Their perceptions of the importance of subskills related to 

facilities were significantly different at the £ < .01 

level. Their perceptions were significantly different at 

the p. < .05 level for subskills related to evaluation and 

support systems. 

Question 8 

Is there a significant difference in how the matched 

pairs perceive the competence of the principal on each skill 

and subskill? 

Statistical tests of significance were done on matched 

pairs of principals and their superordinates to determine 

sources of variation in how they perceived the principals' 

competence. The competence ratings of the 52 matched pairs 

of principals and superordinates were analyzed. Results of 

the tests of significance for the four core curriculum 

skills are presented in Table 19. Results for the 22 

subskills are presented in Table 20. 
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Table 19 

A Comparison of Perceptions of Matched Pairs of Principals 
and Superordinates on the Competence of the Principal on 
Individual Core Curriculum ski lis 

Variable F Value 
Significance of 

F 

Administrative skills 

Conceptual skills 

Interpersonal skills 

Resource skills 

.82366 

2.38581 

.71731 

.13344 

.371 

.129 

.405 

.722 

Note. *£ < .05 **p. < .01 

Table 20 

A Comparison of Perceptions of Matched Pairs of Principals 
and Superordinates on the Competence of Principals on 
Individual Subskills 

Variable F Value 
Significance 

of F 

.86141 .357 
3.87122 .055 
1.47248 .231 
.61006 .440 

1.43409 .237 
.41227 .527 

1.34315 .252 
.78055 .382 
.27065 .604 
.89322 .351 
.01120 .907 

5.92112 .019* 
1.04690 .312 
.08248 .777 
.38170 .543 
.02306 .894 

4.43166 .040* 
.37067 .546 

1.18338 .283 
.46219 .502 
.32345 .576 

3.85011 .055 

Planning 
Organization 
Implementation 
Change management 
Strategic thinking 
Observations 
Problem analysis 
Creative thinking 
Risk assessment 
Evaluation 
Human relations (individuals) 
Human relations (groups) 
Receptive communication 
Expressive communication 
Conflict resolution 
Reflective practice skills 
Motivation 
Fiscal 
Personnel 
Facilities 
Data/technology 
Support systems 

Note. *E. < .05 **p. < .01 
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No significant differences in the pairs' perceptions of 

the principals' competence on individual core curriculum 

skills were found. F values ranged from 2.38 to .13, and 

the significance of F ranged from .129 to .722. 

A comparison of the perceptions of the matched pairs of 

principals and superordinates on the competence of 

principals on individual subskills revealed significant 

differences on only two subskills. The two subskills on 

which perceptions were significantly different at a g < .05 

level were human relations (groups) and motivation. On the 

other 20 subskills, their perceptions were not significantly 

different. 

Question 9 

Based on demographic data collected from respondents, 

are there significant differences in the way principals or 

their superordinates respond on the four skill domains based 

on (a) gender, (b) age, (c) experience in the position, 

(d) degree, (e) district size, or (f) building level 

assignment of the principal (i.e., elementary, junior high, 

secondary)? 

Multiple regression was used to determine if any of the 

demographic variables were significant factors in 

determining the way responding principals perceived the 

importance of each of the four core curriculum skills to 

their job assignment. The dependent variables in the four 

multiple regression equations were administrative, 

conceptual, interpersonal, and resource skills. The 
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independent variables were gender, age, experience as a 

principal, highest degree, district size, and building level 

assignment. Because the variables differ substantially in 

units of measurement, beta weights, which are the 

coefficients of the independent variables when all variables 

are expressed in standardized form, were calculated. 

Results are presented in Tables 21 through 24. 

Table 21 

rto-mnm-aphi c Variables and Principals' Perceptions of the 
Importance of Administrative skills 

Variable B SE B Beta T 
Significance 

of T 

Gender . 0 4 3 8 . 1 1 8 9 . 0 3 9 2 . 3 6 8 . 7 1 3 2 

Age - . 1 7 3 6 . 0 8 4 0 - . 2 1 2 6 - 2 . 0 6 6 . 0 4 1 1 * 

Experience . 0 3 7 7 . 0 6 4 4 . 0 6 2 8 . 5 8 5 . 5 5 9 9 

Degree - . 1 7 0 8 . 1 5 2 6 - . 1 0 5 5 - 1 . 1 2 0 . 2 6 5 1 

District size . 0 5 4 7 . 0 5 5 3 . 0 9 7 5 . 9 8 8 . 3 2 5 0 

Building level - . 0 3 7 0 . 0 5 3 8 - . 0 6 2 2 - . 6 8 8 . 4 9 2 9 

Note. *U < -05/ **£ < -01' Multiple R = .2333, 
£—Square = .0544, F. Value = 1.09394 

Multiple regression analysis revealed that age was the 

only variable that was significant in predicting the way 

principals perceived the importance of administrative 

skills. Age was significant at the e < .05 level. Huck, 

Cormier, and Bounds (1974) explained that the variable with 

the largest beta weight, disregarding whether positive or 

negative, is the best predictor. In this case, age had the 
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largest beta weight, -.2126, and is therefore, the best 

predictor of principals' perceptions of the importance of 

administrative skills. The younger the responding 

principal, the higher the importance of administrative 

skills was rated. 

Kachigan (1986), however, cautioned that beta weights 

indicate only the rank order of importance of the various 

predictor variables, and not the absolute contribution of 

each variable, because it is not possible to disentangle the 

joint contributions of the variables taken together. 

R-square reveals the total variance in the dependent 

variable accounted for by the independent variables taken as 

a group. In this case, the R-square of .05444 indicates 

that the variables taken as a group only accounted for about 

5% of the total variance in the principals' responses. 

Table 22 

Demographic Variables and Principals' Perceptions of the 
Importance of Conceptual Skills 

Variable B SE B Beta T 
Significance 

of T 

Gender -.3103 .1785 -.1809 -1.739 .0848 

Age .1833 .1261 .1463 1.454 .1488 

Experience -.1474 .0967 -.1602 -1.524 .1302 

Degree -.1251 .2289 -.0504 -.546 .5858 

District size .1581 .0830 .1837 1.905 .0593 

Building level .1247 .0808 .1453 1.543 .1255 

Note. *£ < .05, **p. < .01, Multiple R = .30913, 
R-Square = .09556, F Value = 2.00756 
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None of the demographic variables was a significant 

predictor of the principals' responses on the importance of 

conceptual skills. The largest beta weight, .1837, was on 

district size. An R-square of .09556 indicates that the 

variables, as a group, accounted for less than 10% of the 

total variance in the principals' responses. 

Table 23 

Demographic Variables and Principals' Perceptions of the 
Importance of Interpersonal Skills 

Variable B SE B Beta T 
Significance 

of T 

Gender .2007 .1973 .1073 1.017 .3111 

Age -.2474 .1394 -.1811 -1.775 .0785 

Experience -.0561 .1069 -.0559 -.525 .6004 

Degree -.2945 .2530 -.1087 -1.164 .2469 

District size .0664 .0918 .0708 .724 .4705 

Building level -.0049 .0893 -.0052 -.054 .9567 

Note. *£ < .05, **£ < .01, Multiple R = .26636 
R-Square = .07095, F Value = 1.45092 

None of the demographic variables was a significant 

predictor of the principals' responses on the importance of 

interpersonal skills. Age was the variable with the largest 

beta weight, -.1811. An R-square of .07095 indicates that 

the variables, as a group, accounted for about 7% of the 

total variance of the principals' responses. 
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Table 24 

Demographic Variables and Principals/ Perceptions of the 
Importance of Resource Skills 

Variable B SE B Beta T 
Significance 

of T 

Gender .1242 .2060 .0643 .603 .5478 

Age -.1860 .1456 -.1318 -1.278 .2039 

Experience -.0270 .1116 -.0260 -.242 .8095 

Degree -.4164 .2643 -.1488 -1.576 .1178 

District size .0832 .0959 .0858 .868 .3871 

Building level -.0757 .0933 .0783 -.812 .4186 

Note. < .05, **E < .01, Multiple R = .22525 
E-Square = .05074, F Value = 1.01551 

Once again, none of the demographic variables was a 

significant predictor of principals' responses on the 

importance of resource skills. The largest beta weight, 

-.1488, was on highest degree held by the responding 

principal. An R-square of .05074 indicates that the 

variables, as a group, accounted for only 5% of the total 

variance of the principals' responses. 

Four multiple regression equations were calculated to 

determine if any of the demographic variables were 

significant factors in the way responding principals 

perceived their competence on each of the four core 

curriculum skills. The dependent variables used in the four 

equations were administrative, conceptual, interpersonal, 
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and resource skills. The independent variables for all of 

the equations were gender, age, experience as a principal, 

highest degree, district size, and building level 

assignment. Results are presented in Tables 25 through 28. 

Table 25 

Demographic Variables and Principals/ Perceptions of Their 
Competence on Administrative Skills 

Variable B SE B Beta T 
Significance 

of T 

Gender .1142 .1814 .0670 .629 .5305 

Age .1353 .1298 .1080 1.042 .2994 

Experience -.1046 .0985 -.1145 -1.062 .2904 

Degree -.2725 .2231 -.1154 -1.221 .2244 

District size .0869 .0850 .1011 1.022 .3091 

Building level .0647 .0824 .0761 .785 .4338 

Note. *£ < .05, **£ < .01, Multiple R = .22580 
R-Square = .05098, F Value = 1.02075 

None of the variables was significant at either the 

E. < .05 or the £ < .01 level. The largest beta weight was 

-.1154 on highest degree held by the principals. The 

R-square reveals that only 5% of the total variance is 

accounted for by the demographic variables as a group. 
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Table 26 

Demographic Variables and Principals7 Perceptions of Their 
Competence on Conceptual Skills 

Variable 
Significance 

Variable B SE B Beta T of T 

Gender -.0955 .1931 -.0524 -.494 .6221 

Age -.0605 .1381 -.0451 -.438 .6620 

Experience .0025 .1048 .0026 .024 .9810 

Degree .1422 .2374 .0563 .599 .5503 

District size .1675 .0905 .1822 1.850 .0668 

Building level .1279 .0877 .1406 1.459 .1474 

Note. *£ < .05, **£ < .01, Multiple R = .24679 
R-Square = .06090, F Value = 1.23223 

Although district size was the variable with the 

largest beta weight, no variable was significant at either 

the £ < .05 or the £ < .01 level. The R-square reveals that 

the variables as a group accounted for 6% of the total 

variance. 

Table 27 

Demographic Variables and Principals* Perceptions of Their 
Competence on Interpersonal Skills 

Variable B SE B Beta T 
Significance 

of T 

Gender -.0546 .2183 -.0263 -.250 .8031 

Age .1845 .1562 .1209 1.181 .2399 

Experience -.2690 .1185 -.2416 -2.269 .0251* 

Degree -.2909 .2684 -.1011 -1.084 .2807 

District size .0917 .1023 .0876 .897 .3719 

Building level .1430 .0991 .1381 1.443 .1518 

Note. *E < .05, **e. < .01, Multiple R 
E-Square = .07410, £ Value = 1.52048 

.27221 
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Experience of the principals in their job position was 

the variable with the highest beta weight, -.2416. 

Experience was significant at the j> < .05 level. The other 

demographic variables were not significant. The variables, 

as a group, accounted for a little more than 7% of the total 

variance in the principals' ratings of their competence on 

interpersonal skills. 

Table 28 

Demographic Variables and Principals' Perceptions of Their 
Competence on Resource Skills 

Variable B SE B Beta T 
Significanc 

e of T 

Gender .0129 .1973 .0068 .065 .9479 

Age -.0763 .1411 -.0545 -.541 .5898 

Experience -.0112 .1071 -.0109 -.105 .9169 

Degree -.6632 .2426 -.2513 -2.734 .0073** 

District size .1232 .0925 .1283 1.332 .1855 

Building level -.1307 .0896 -.1376 -1.459 .1472 

Note. *£ < .05, **£ < .01, Multiple R = .31794 
R-Square = .10109, F Value = 2.13665 

The highest degree held by the principals was the 

variable with the highest beta weight, -.2513. The variable 

was significant at the £ < .01 level. The R-square of 

.10109 indicates that the variables, as a group, accounted 
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for about 10% of the total variance in the respondents' 

ratings. 

Multiple regression was also used to determine if any 

of the demographic variables were significant factors in the 

way responding superordinates perceived the importance of 

the four core curriculum skills to their principals' jobs. 

The dependent variables were administrative, conceptual, 

interpersonal, and resource skills. The independent 

variables were gender of the superordinate, age of the 

superordinate, experience as a superintendent or 

superordinate, highest degree of the superordinate, district 

size, and building level assignment of the principal being 

assessed. 

Because the variables differ substantially in units of 

measurement, beta weights which are the coefficients of the 

independent variables when all variables are expressed in 

standardized form were calculated. Results are reported in 

the same format as those for principals' responses. In 

Tables 29 through 32 regression statistics from responses 

about the importance of each skill area to the principalship 

are displayed. In Tables 33 through 36 regression 

statistics from responses about the competence of the 

principals as perceived by the superordinate are presented. 
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Table 29 

nftmocrraphic Variables and Superordinates/ Perceptions of the 
Importance of Administrative Skills to the Principals Job 

Variable B SE B Beta T 
Significance 

of T 

Gender .1177 .1274 .0884 .924 .3573 

Age .0061 .0789 .0075 .077 .9388 

Experience .1026 .0539 .1860 1.903 .0597 

Degree .0505 .0805 .0598 .627 .5317 

District size .0198 .0525 .0372 .378 .7059 

Building level -.0142 .0456 -.0290 -.311 .7561 

Note. *£ < • 05, **£ < .01, Multiple R = .22856 
S-Square = .05224, F Value = 1.01966 

Experience of the superordinates was the variable with 

the highest beta weight and, thus, the highest rank order of 

the predictor variables in terms of accounting for variance 

in the dependent variable, administrative skills. However, 

none of the variables were significant at the p. < .05 level. 

The R-square value of .05224 indicates that the variables as 

a group accounted for a little more than 5% of the total 

variance. 
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Table 30 

Demographic Variables and Superordinates' Perceptions of the 
Importance of Conceptual Skills to the Principal/s Job 

Variable B SE B Beta T 
Significance 

of T 

Gender .0420 .2674 .0152 .157 .8754 

Age -.0467 .1657 -.0277 -.282 .7785 

Experience .1815 .1132 .1582 1.603 .1118 

Degree .0650 .1691 .0370 .384 .7015 

District size .0579 .1101 .0522 .526 .6000 

Building level -.0683 .0957 -.0672 -.713 .4772 

Note. *]3 < .05, **£ < .01, Multiple R = .18343 
R-Square = .03365, £ Value = .64413 

Experience as a superintendent or superordinate was the 

variable with the highest beta weight, but none of the 

variables was significant at the < -05 level. The 

demographic variables, as a group, yielded an R-square of 

only .03365, which means that these variables accounted for 

less then 4% of the total variance in the responses. 
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Table 31 

Demographic Variables and Superordinates' Perceptions of the 
Importance of Interpersonal Skills to the Principals*—Job 

Variable B SE B Beta T 

Significance 
of T 

Gender .0312 .2090 .0142 .149 .8815 

Age .0243 .1295 .0181 .187 .8517 

Experience -.0711 .0885 -.0780 -.803 .4236 

Degree .0641 .1322 .0459 .485 .6286 

District size .1363 .0861 .1546 1.583 .1162 

Building level -.1498 .0748 -.1855 -2.003 .0476* 

Note. *E < .05, **EL < -01, Multiple R = .25610 
R—Square = .06559, F. Value = 1.29851 

Building level assignment of the principals was 

significant at the & < .05 level, with a beta weight of 

-.1855. Superordinates rated interpersonal skills as more 

important for elementary school principals. None of the 

other variables was a significant predictor of how 

superordinates perceive the importance of interpersonal 

skills to the principalship. The R-square of .06559 reveals 

that the variables, as a group, accounted for 6.5% of the 

total variance. 
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Table 32 

Demographic Variables and Superordinates' Perceptions of the 
Timportance of Resource Skills to the Principal's Job 

Variable B SE B Beta T 
Significance 

of T 

Gender -.0659 .2090 -.0295 -.315 .7533 

Age .0670 .1295 .0492 .518 .6058 

Experience .0112 .0885 .0121 .126 .8998 

Degree -.1926 .1322 -.1357 -1.457 .1479 

District size .2644 .0861 .2952 3.072 .0027** 

Building level .0484 .0748 .0590 .647 .5187 

Note. *E. < • 05, **E. < .01, Multiple R = .30749 
g-Square = .09455, F Value = 1.93189 

District size was significant at the £ < .01 level, 

with the largest beta weight at .2952. The larger the 

district, the higher superordinates rated the importance of 

resource skills. The R-square of .09455 indicates that the 

variables, as a group, accounted for approximately 10% of 

the total variance in how superordinates perceived the 

importance of resource skills to the principalship. 

Multiple regression was also used to see if any of the 

demographic variables were significant factors in the way 

responding superordinates perceived the competence of 

principals on the four core curriculum skills. The results 

are displayed in Tables 33 through 36. 
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Table 33 

Demographic Variables and Superordinates' Perceptions of the 
Principals/ Competence on AdminiRtrative Skills 

Variable B SE B Beta T 
Significance 

of T 

Gender -.1129 .2053 -.0527 -.550 .5834 

Age .0446 .1229 .0351 .363 .7175 

Experience -.0681 .0870 -.0762 -.783 .4352 

Degree -.0471 .1300 -.0346 -.362 .7181 

District size .1923 .0842 .2254 2.285 .0242* 

Building level -.0534 .0734 -.0679 .728 .4683 

Note. < .05, **£ < .01, Multiple R = .22557 
E-Square = .05088, F Value = .99176 

District size was significant at the e < .05 level, 

with a beta weight of .2254. None of the other demographic 

variables was significant. The R-square reveals that about 

5% of the total variance in superordinates' ratings of their 

principals' competence was accounted for by these variables, 

as a group. 
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Table 34 

Demographic Variables and Superordinates/ Perceptions of the 
Principals' Competence on Conceptual Skills 

Variable B SE B Beta T 
Significance 

of T 

Gender -.2541 .2545 -.0958 - .998 .3203 

Age -.0769 .1523 -.0490 - .505 .6146 

Experience .1376 .1078 .1244 1 .276 .2045 

Degree .0034 .1612 .0020 .021 .9833 

District size .0835 .1044 .0790 .800 .4252 

Building level -.1561 .0910 -.1602 -1 .715 .0892 

Note. *£ < .05, **£ < .01, Multiple R = .22009 
R-Square = .04844, F Value = .94175 

None of the variables was a significant predictor of 

the superordinates' ratings on the competence of principals 

on conceptual skills. Building level assignment of the 

principal was the variable with the highest ranking beta 

weight, -.1602. The R-square of .04844 reveals that less 

than 5% of the total variance in responses was accounted for 

by these variables. 
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Table 35 

Demographic Variables and Superordinate's Perceptions of the 
Principals' Competence on Interpersonal Skills 

Variable B SE B Beta T 
Significance 

of T 

Gender -.1481 .2407 -.0572 -.615 .5397 

Age .0488 .1441 -.0318 .339 .7354 

Experience -.0190 .1020 -.0176 -.186 .8526 

Degree .1903 .1525 .1158 1.248 .2148 

District size .2790 .0987 .2706 2.826 .0056** 

Building level -.1031 .0861 -.1085 -1.198 .2336 

Note. < .05, **X> < .01, Multiple R = .32527 
E-Square = .10580, F Value = 2.18887 

District size was the variable with the highest beta 

weight, .2706, and was significant at the £ < .01 level. 

The R-square of .10580 indicates that these variables, as a 

group, accounted for a little more than 10% of the total 

variance in superordinates' ratings of principals' 

competence on interpersonal skills. 
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Table 36 

Demographic Variables and Superordinates/ Perceptions of the 
Principals/ Competence on Resource Skills 

Variable B SE B Beta T 
Significance 

of T 

Gender .2074 .1856 .1064 1 .118 .2662 

Age .0636 .1111 -.0551 - .572 .5681 

Experience .0434 .0786 .0534 .552 .5820 

Degree -.0196 .1176 -.0158 - .167 .8681 

District size .1335 .0761 .1719 1 .754 .0822 

Building level -.0488 .0664 -.0682 - .736 .4634 

Note. < >05, **£ < -01, Multiple R = .25002 
R-Square = .06251, F Value = 1.23351 

Beta weights ranged from a high of .1719 for district 

size to a low of -.0158; however, none of the demographic 

variables was significant at the £ < .01 or p. < .05 levels. 

The R-square reveals that about 6% of the total variance in 

superordinates' ratings was accounted for by the variables 

as a group. 

Question 10 

For each skill and subskill, is there a relationship 

between (a) the self-perceived competence of principals and 

student achievement data obtained from the Texas Education 

Agency, and (b) the superordinates' perceptions of 

principals' competence and the student achievement data? 
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Student achievement data for each campus in the 

accessible population were obtained from the Texas Education 

Agency's Academic Excellence Indicator System fAEIS^ Micro-

Reports for Micro-Computers. The 1991-1992 Texas Assessment 

of Academic Skills (TAAS) data were used because the study 

was conducted in the spring of 1992. These achievement data 

became accessible in the spring of 1993. A Pearson 

correlation coefficient was calculated to determine the 

extent of the relationship between student achievement and 

perceived competence data from the survey. Alreck and 

Settle (1985) stated that, in addition to the size and 

direction of a correlation coefficient, researchers need to 

know if "a correlation is statistically significant in terms 

of the probability that such a relationship would result 

purely by chance from the sampling if the two variables were 

uncorrelated in the population" (p. 315). Results and 

significance of the correlations between the TAAS scores and 

the self-perceived competence of principals on the core 

curriculum skills and subskills are presented in Tables 37 

through 40. 
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Table 37 

Correlation Between TAAS Scores and Self-Perceived 
Competence of Principals on Core Curriculum sit-ins 

Skill Correlation Coefficient 

Administrative skills 0709 

Conceptual skills -.0110 

Interpersonal skills -.0309 

Resource skills 0740 

*P. < .05 **p, < .01 (two-tailed) 

The correlation between the TAAS scores and the self-

perceived competence of principals on the four core 

curriculum skills was very close to zero, and none of the 

correlation coefficients was significant. Correlation 

coefficients ranged from -.0110 to .0740. 

Table 38 

Correlation Between TAAS Scores and Competence of Principals 
on Core Curriculum skills as Perceived bv Superordinates 

Skill Correlation Coefficient 

Administrative skills -.0206 

Conceptual skills 0968 

Interpersonal skills 0358 

Resource skills -.0244 

*jj < .05 **]3 < .01 (two-tailed) 
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Correlation between the TAAS scores and the competence 

of principals as perceived by their superordinates was 

almost zero, and no more than would be expected by chance. 

None of the correlation coefficients was significant. 

Table 39 

Correlation Between TAAS Scores and Self-Perceived 
Competence of Principals on Core Curriculum Subskills 

Skill Correlation Coefficient 

Planning -.0267 
Organization -.0228 
Implementation -.0010 
Change management 0523 
Strategic thinking -.0851 
Observations -.1410 
Problem analysis -.0166 
Creative thinking -.0717 
Risk assessment -.1587 
Evaluation -.0855 
Human relations (individuals) . . . . -.0442 
Human relations (groups) -.0006 
Receptive communication -.0977 
Expressive communication -.1275 
Conflict resolution -.2010* 
Reflective practice skills -.0580 
Motivation -.1036 
Fiscal -.0012 
Personnel -.1561 
Facilities -.1024 
Data/technology -.0265 
Support systems -.1382 

Note. *£ < .05 **p. < .01 (two-tailed) 

Correlation between the TAAS scores and the self-

perceived competence of principals on the subskills resulted 

in coefficients ranging from -.0006 to -.2010. Conflict 

resolution was the only subskill with a significant 

coefficient at the p. < .05 level. 
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Table 40 

Correlation Between TAAS Scores and Competence of Principals 
on Core Curriculum subskills as Perceived bv Superordinates 

Skill Correlation Coefficient 

Planning 1922 
Organization -.0658 
Implementation 2885** 
Change management -.0533 
Strategic thinking -.0185 
Observations 0189 
Problem analysis -.1112 
Creative thinking -.0203 
Risk assessment 1051 
Evaluation 1324 
Human relations (individuals) 1797 
Human relations (groups) 2540* 
Receptive communication -.0995 
Expressive communication 1352 
Conflict resolution 1997* 
Reflective practice skills -.0581 
Motivation 1393 
Fiscal 1780 
Personnel -.0367 
Facilities 2109* 
Data/technology 2319* 
Support systems 1611 

Note. *j> < .05 **e < .01 (two-tailed) 

Correlations between the TAAS scores and the competence 

of principals as perceived by their superordinates on human 

relations (groups), conflict resolution, facilities, and 

data/technology were significant at the jd < .05 level. 

Implementation was significant at the p. c .01 level, with a 

correlation coefficient of .2885. 

Multiple regression was used to determine if student 

achievement could be predicted from principals' or 

superordinates' competence ratings on skills or subskills. 

The results are displayed in Tables 41 and 42. 
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Table 41 

Principals' Self-Perceived Competence on Core CuT-T-iciilinn 
Skills as a Predictor of Student Achievement 

Skills 
Variable B SE B Beta T 

Significance 
of T 

Administrative 3.0090 3.2291 .1191 .932 .3539 

Conceptual -.2521 2.8643 -.0536 -.437 .6630 

Interpersonal -1.8197 2.4891 -.0901 -.731 .4666 

Resource 1.8793 2.5390 .0814 .740 .4611 

Note. *j> < .05, **£ < .01, Multiple R = .13138 
R-Square = .01726, F Value = .40396 

Beta weights for the four core curriculum skills ranged 

from a high of .1191 on administrative skills to -.0536 on 

conceptual skills. None of the skills was found to be 

significant as a predictor of student achievement. 

Table 42 

Superordinates/ Perceptions of Principals7 Competence on 
Core Curriculum Skills as a Predictor of Student Achievement 

Skills Significance 
Variable B SE B Beta T of T 

Administrative -1.0684 3.5467 -.0365 -.301 .7639 

Conceptual 1.8397 2.5625 .0759 .718 .4746 

Interpersonal 1.7734 3.1633 .0729 .561 .5764 

Resource -1.7927 3.8095 -.0566 -.471 .6390 

Note. *£ < .05, **£ < .01, Multiple E = .09707 
R-Square = .00942, F Value = .22118 



90 

Beta weights for the core curriculum skills ranged from 

a high of .0759 on conceptual skills to -.0365 on 

administrative skills. None was found to be a significant 

predictor of student achievement. 

Question 11, which addresses the priorities and 

implications of the above findings for the design of 

management and leadership training, is answered in the next 

chapter. Conclusions and recommendations are also presented 

in the following chapter. 



CHAPTER 5 

SUMMARY, FINDINGS, CONCLUSIONS, AND 

RECOMMENDATIONS 

Summary 

The perceptions of principals and their superordinates 

were surveyed concerning the importance of the skill domains 

and the subskills, as well as competence of the principals, 

on the core curriculum for management and leadership 

development that was mandated by the Texas Legislature. 

Responses were analyzed to determine their priorities and 

implications for professional development training. A 

stratified sample of 360 principals and their superordinates 

was surveyed to examine their perceptions of competence and 

the importance of the core curriculum skills to the 

principals' roles. There were 122 principals and 120 

superordinates who returned the core curriculum assessment 

of administrative training needs. Principals' perceptions 

were compared to the perceptions of their superordinates. 

Demographic information was collected from respondents in 

order to study possible influences of six variables on their 

responses. 

Descriptive and inferential statistics were used to 

answer the following research questions: 
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1. Which core curriculum skills and subskills do 

campus principals perceive as the most and the least 

important to their principalship? 

2. Which core curriculum skills and subskills do 

superintendents or the assigned superordinates perceive as 

the most and the least important to the principal's job? 

3. Which core curriculum skills and subskills do 

campus principals perceive that they possess the greatest 

and least competence? 

4. Which core curriculum skills and subskills do 

superintendents or the assigned superordinates perceive that 

principals possess the greatest and least competence? 

5. Is there a significant difference in the way 

principals and their superintendents or the assigned 

superordinates perceive the importance of each core 

curriculum skill and subskill to the principalship? 

6. Is there a significant difference in the way 

principals and their superintendents or the assigned 

superordinates perceive the competence of their principals 

on each core curriculum skill and subskill? 

7. For matched pairs of principals and superordinates, 

is there a significant difference in how important they 

perceive each skill and subskill? 

8. For matched pairs of principals and superordinates, 

is there a significant difference in how they perceive the 

competence of the principal on each skill and subskill? 



93 

9. Based on demographic data collected from 

respondents, are there significant differences in the 

responses of principals or their superordinates on the four 

skill domains? The demographic factors are: (a) gender, 

(b) age, (c) experience in the position, (d) degree, 

(e) district size, or (f) building level assignment of the 

principal (i.e., elementary, junior high, secondary)? 

10. For each skill domain, is there a correlation 

between (a) the self-perceived competence of principals and 

student achievement data obtained from the Texas Education 

Agency and (b) the superordinates' perception of principals' 

competence and student achievement? 

11. What priorities and implications do these findings 

have for the design of management and leadership training? 

A review of the literature concerning theoretical 

foundations of management and leadership development 

substantiated the importance of the principal as an integral 

leader in school improvement. There was consensus among 

researchers that on-going staff development for principals 

is essential. Previous findings also substantiated that 

self-perception of need should be an essential part of any 

needs assessment and that process is equally as important as 

content in professional development programs for principals. 

Previous research was examined to determine the 

appropriateness of the Texas mandated core curriculum in 

light of current management and leadership research and 
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theory. The Texas Core Curriculum for Management and 

Leadership Development was found to be quite consistent with 

existing research and theory of management and leadership 

curriculum and flexible enough to be delivered through 

emerging training models. 

Previous research on a number of variables was reviewed 

to determine what influence each might have on 

superordinate-subordinate relationships. The literature 

review included the influence of rater bias, gender, age, 

experience, education level, and similarity and 

dissimilarity of rater and ratee. An abundance of studies 

were found; however, results were inconsistent. In most of 

the studies these factors accounted for only a small 

percentage of the variance in the various outcome measures. 

Findings 

The first 10 research questions are answered using a 

summary of the relevant research findings. The 11th 

research question is addressed in the conclusion portion of 

this chapter. 

The first two research questions address how the 

principals and their superintendents or superordinates 

perceived the importance of the core curriculum skills and 

subskills to the principalship. The campus principals and 

superordinates perceived the importance of the core 

curriculum skills in the same order. Each group of 
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respondents ranked administrative and interpersonal skills 

as the most important of the core curriculum skills to the 

principalship and conceptual skills as the least important. 

Although not in the same order, both principals and 

superordinates rated organization, problem analysis, and 

creative thinking as the 3 most important of the 22 

subskills to the principalship. Four of the 5 least 

important subskills, as perceived by each group of 

respondents, were human relations (individual), risk 

assessment, expressive communication, and motivation. 

It is important to note that even though each group of 

respondents rated administrative skills as the most 

important of the core curriculum skills, organization was 

the only administrative subskill rated as one of the top 

five most important subskills. Conversely, conceptual 

skills were perceived by both groups as the least important 

of the core skills and yet principals rated three of the six 

conceptual subskills in the top five most important 

subskills and four of the most important subskills rated by 

superordinates were conceptual subskills. It appears that 

the term conceptual was not interpreted by respondents in 

the same way its indicators defined the term. 

Research questions 3 and 4 were designed to investigate 

respondents' perceptions of principals' competence on core 

curriculum skills and subskills. Although in reverse order, 

principals and superordinates rated administrative and 
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resource skills as the core skill areas in which principals 

possess the greatest competence. Both groups of respondents 

perceived that principals possess the least competence in 

the conceptual skills area. 

The perceptions of principals and superordinates 

regarding principals' competence on the subskills were very 

similar. The two groups rated principals as most competent 

on the same five subskills, although the order differed 

slightly. The five subskills were change management, 

organization, reflective practices, strategic thinking, and 

observation. Superordinates agreed with principals on three 

of the five subskills on which principals rated themselves 

least competent. The three common subskills were human 

relations (individual), conflict resolution, and 

data/technology. It is interesting that principals' 

competence in the use of data/technology tools was ranked so 

low. Improved competence in this area could help them do a 

better job in organization and problem analysis, two 

subskills that were rated highest in importance to the 

principals' roles. 

Research question 5 asked if there were significant 

differences in the way principals and their superordinates 

perceived the importance of each skill and subskill to the 

principalship. Question six asked if there were significant 

differences in the way they perceived the competence of the 

principals on skills and subskills. No significant 
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differences were found in the way the principals and 

superordinates perceived the importance of the four 

curriculum skills or the principals' competence on the core 

curriculum skills. However, there were significant 

differences in the way principals and superordinates 

perceived the importance of the subskills and in the way 

they rated the principals' competence on the subskills. 

Differences in their perceptions of importance were 

significant at the p. < .01 level on evaluation, human 

relations (groups), facilities, and support systems, and at 

the £ < .05 level on strategic thinking. Differences in 

their perceptions of principals' competence were significant 

at the £ < .01 level on human relations (groups) and 

motivation and at the £ < .05 level on implementation and 

support systems. 

Research questions 7 and 8 were designed to investigate 

differences in the perceptions of matched pairs of 

principals and superordinates. Each matched pair included a 

principal and superordinate from the same district. No 

significant differences were found in the way matched pairs 

perceived the importance of the core skills to the 

principalship or in the way they perceived the principals' 

competence on the four core skills areas. There were 

significant differences in their perceptions of the 

importance of three subskills to the principalship. The 

three subskills were facilities, which was significant at 
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the £ < .01 level, evaluation and support systems, which 

were each significant at the £ < .05 level. Principals 

perceived these subskills as more important to their jobs 

than did their superordinates. There were also significant 

differences in their perceptions of the principals' 

competence on the subskills of human relations (groups) and 

motivation at the < .05 level. Principals rated 

themselves as more competent on these two subskills than 

their superordinates rated them. 

Significant differences in perceptions of the 

importance of evaluation and support systems were common to 

the principals, the superordinates, and to the matched 

pairs. The perceptions of principals and superordinates 

were also significantly different regarding principals' 

competence on human relations (groups) and motivation. In 

general, principals' perceptions were higher in each case. 

Research question 9 asked whether six demographic 

variables influenced the perceptions of principals or 

superordinates on the four core curriculum skills. There 

were very few significant differences in their perceptions 

based on the demographic variables of gender, age, 

experience in the position, degree, district size, or 

building level of the principal. Age was the only 

significant variable influencing principals' perceptions of 

the importance of administrative skills. The younger the 

responding principal, the higher the rating for the 
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importance of administrative skills to the principalship. 

Experience was a significant variable in how the principals 

rated their own competence on interpersonal skills. 

Principals with less experience perceived themselves as more 

competent on interpersonal skills. The highest degree held 

by the principals was also a significant variable in the way 

they perceived their competence on resource skills. 

Principals with lower degrees perceived themselves as more 

competent on resource skills than did principals with higher 

degrees. 

Demographic variables explained variance in the way 

superordinates perceived the importance of the core 

curriculum skills to the principalship in only two 

instances. Building level assignment of the principal was a 

significant factor in the way superordinates perceived the 

importance of interpersonal skills to the principalship. 

Superordinates rated interpersonal skills as more important 

for principals assigned to schools attended by younger 

students. District size was a significant variable in the 

way superordinates rated the importance of resource skills 

to the principalship. Superordinates in larger districts 

perceived resource skills as more important. 

District size was also a significant variable in the 

way superordinates perceived the competence of their 

principals on administrative and interpersonal skills. 

Again the larger the district, the higher superordinates 
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rated the competence of their principals on these two core 

skills. 

Research question 10 was designed to investigate 

relationships between the respondents' perceptions of 

principals' competence and student achievement. The 

correlation between student achievement and the self-

perceptions of competence by principals was very close to 

zero. The correlation between student achievement and the 

superordinates' perceptions of principals' competence was 

also nearly zero. 

Correlations of student achievement and principals' 

perceptions of their competence on each of the subskills 

resulted in only one significant correlation coefficient, 

and that was on conflict resolution. The correlation 

coefficients for student achievement and superordinates' 

perceptions of principals' competence were significant on 

the following five subskills: implementation, human 

relations (groups), conflict resolution, facilities, and 

data/technology. 

The self-perceived competence of principals on the core 

skills was not a predictor of student performance. The 

perceptions of principals' competence by their 

superordinates were also not a predictor of student 

performance. 
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Conclusions 

Today, principals are expected to be learners 

throughout their careers. It has become essential for 

principals to invest time in their own professional 

development. The following conclusions about their 

professional development are based on the findings of this 

study. Because this study was conducted on a stratified 

random sample of principals in Texas, conclusions can be 

generalized to principals in Texas. Conclusions are 

generalizable to principals in other states only with 

caution, because training requirements and staff development 

initiatives may be different from state to state. Research 

question 11 asked what priorities and implications these 

findings have for the design of management and leadership 

development training. 

Interpersonal skills emerged as the most important core 

skill training need. Both groups of respondents rated 

interpersonal skills as the second most important core skill 

and as one of the two core skill areas in which principals 

possess the least competence. Staff development on 

interpersonal subskills include human relations 

(individuals), human relations (groups), receptive 

communication, expressive communication, conflict 

resolution, reflective practice skills, and motivation. 

Human relations (individual) and conflict resolution were 
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perceived by both groups of respondents as the subskills on 

which principals had the least competence. 

Even though principals and their superordinates rated 

conceptual skills as the least important of the core skill 

areas, both groups also rated principals as least competent 

in conceptual skills. However, principals rated three of 

the conceptual subskills in the top five most important 

subskills and superordinates rated four conceptual subskills 

as most important. This substantiates the importance of 

strategic thinking, observations, problem analysis, creative 

thinking, risk assessment, and evaluation to today's 

principals. The ability to review, organize, understand, 

adapt, and apply observations, data evaluations, and 

investigative results to new situations is essential to 

leadership and continuous improvement of the system. 

Therefore, it is recommended that conceptual skills and 

subskills be included as integral to the management and 

leadership development training curriculum. It is also 

important to train principals in the use of data/technology 

as tools for the application of conceptual skills. Another 

important subskill that should be included in the 

professional development curriculum is conflict resolution. 

This was the only subskill that had a significant 

correlation with student achievement. 

It is concluded from the findings of this study that 

principals and their superordinates are very similar in the 
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way they perceive the importance of the core skills and 

subskills; principals and their superordinates are very 

similar in the way they rate principals' competence on the 

core skills and subskills; and, thus, self-assessment by 

principals of training needs may be sufficient. Even though 

the perceptions of the superordinates are interesting, they 

do not appear to significantly change or expand conclusions 

about the training needs of principals. It is also 

concluded that demographic variables have very little 

influence on principals' and their superordinates' 

perceptions. District size had the most influence on their 

perceptions. Finally, there is almost no relationship 

between student achievement and principals' and their 

superordinates' perceptions of principals' competence. 

Recommendations 

The following recommendations are based on the findings 

and conclusions of this study. Self-assessment is 

sufficient for assessing principals' training needs; very 

few differences were identified between principals' 

perceptions and those of their superordinates. Core skill 

training priorities for principals should be interpersonal 

and conceptual skills. Three important subskill priorities 

should be human relations (individual), conflict resolution, 

and data/technology. Attention should be given to the 

process of staff development as well as to the content. The 
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process should include opportunities for reflective practice 

and articulation of practice. 

Recommendations for Additional Research 

Additional study is needed to determine the effects of 

training on principals' perceptions of importance and 

competence. Does the way principals rank the importance of 

individual core skills or subskills change after training on 

that core skill or subskill? Does the way principals rank 

their competence on individual core skills or subskills 

change after training? What are the effects of training on 

superordinates' perceptions of principals' competence. For 

example, does a superordinate change his or her perception 

of a principal's competence in a specific area if he or she 

is aware that the principal has received training in that 

area? What if the principal is trained but the 

superordinate does not know it? 

Additional study is needed on the relationship between 

student achievement and the training of the principal. Does 

student achievement improve if the principal is trained on a 

particular core skill or subskill? How does an improvement 

in student achievement influence the superordinate's 

perception of the principal's competence on the various core 

skills and subskills? If student achievement declines, does 

the superordinate's perception of the principal's competence 

decline too? 
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One paradoxical result found in this study was that 

both principals and superordinates ranked conceptual skills 

as the least important core skill, but they both ranked the 

importance of conceptual subskills fairly high. Both groups 

of respondents ranked principals' competence on conceptual 

skills lowest of all core skills. Does their perception of 

competence on conceptual skills influence their perception 

of importance? Is student achievement higher in districts 

where both the principal and superordinate value conceptual 

skills? 

Further research is also recommended to determine if 

the core curriculum adequately reflects the importance of 

communication, collaboration, consensus building, and change 

facilitation as skills needed by principals in a state where 

site-based decision making is mandated. When this core 

curriculum was mandated by the Texas legislature, site-based 

decision making was not mandated, as it is today. 

Findings in this study indicate that the perceptions of 

superordinates do not significantly affect decisions about 

training for principals. However, would perceptions of 

principals' subordinates substantiate principals' 

perceptions or might they change principals' perceptions? 

Additional studies similar to this study, but with 

principals' subordinates instead of superordinates, is a 

logical next step. 
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Stratified Sampling Procedure 

Middle School/ 
Elementary Schools Junior High High Schools 

Small 
Districts 

Medium 
Districts 

Large 
Districts 

40 principals 
and 

40 superordinates 

40 principals 
and 

40 superordinates 

40 principals 
and 

40 superordinates 

40 principals 
and 

40 superordinates 

40 principals 
and 

40 superordinates 

40 principals 
and 

40 superordinates 

40 principals 
and 

40 superordinates 

40 principals 
and 

40 superordinates 

40 principals 
and 

40 superordinates 

Target Population = 360 principals and 
360 superordinates 
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Demographic Data - Principal 2 1 1 

The following information is needed in order to complete the data analysis for this study. 
Please check the phrase in each category that best describes you. 

District Size Building Level Assignment 
• 2500 or fewer students • Elementary School 
• 2501-10,000 students • Middle School/Junior High 
• More than 10,000 students • High School 

Last Degree Experience as Principal 
• Bachelor's • Fewer than 5 years 
• Master's • Five to 15 years 
• Doctorate QMore than 15 years 

Age Gender 
• 25-35 • Male 
• 36-50 • Female 
• 51 + 

Instructions for Marking the Survey 

Step 1: Carefully read the definition provided for each. In the first column, indicate the extent 
to which you consider each indicator to be IMPORTANT to your success as a principal in your 
district. 

5 - Extremely important 
4 - Very important 
3 - Important 
2 - Somewhat important 
1 - Not important 

Step 2: In the second column, indicate for each indicator the extent to which you feel competent. 
/ 

5 - Extremely competent/knowledgeable, can serve as a resource to 
others in this area 

4 - Above average competence/knowledge in the subskill area described 
3 - Competent/knowledgeable 
2 - A training/information need, additional training would benefit you 
in fulfilling your job responsibilities 
1 - A priority training/information need, additional training would 

SIGNIFICANTLY benefit you in fulfilling your job responsibilities 
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Perceived Perceived 

SKILL I: ADMINISTRATIVE SKILLS. The ability to manage the work performed 
to accomplish desired results in the district/campus. 

SUBSKILL 1: PLANNING - Develops strategies, both short and long-term, for accomplishing goals 
and assessing the effectiveness of plans, programs and operations. 

A. Needs identification: Identifies and examines systematically the needs that must be satisfied to achieve 
a specific set of goals. 

B. Problem solving: Develops detailed courses of action to meet problems, considers alternatives, 
contrasts strengths and weaknesses, chooses a suitable option. 

C. Decision making: Distinguishes fact from nonfact, identifies logical options and determines the 
appropriate action under a given set of circumstances. 

D. Goal setting: Sets personal and institutional goals directed toward school improvement 

SUBSKILL 2: ORGANIZATION - Organizes activities to ensure their proper completion in a timely 
manner. 

A. Culture/climate: Creates a positive climate for the work setting. 
B. Philosophies: Bases actions on an organizational philosophy that is compatible with the 

district/campus mission. 
C. Role identification/ Recognizes appropriate roles and functions within both the formal and informal 

function: organizational structure. 
D. Styles: Possesses ability to provide situational leadership for different people and projects. 

SUBSKILL 3: IMPLEMENTATION - Possesses abilities to put a plan, program, or service into 
timely and effective operation. 

A. Programs: Carries out a sequence of action steps arranged in the time and priority sequence to 
achieve an objective by appropriate utilization of people, materials and facilities. 

B. Process: Observes the implementation process to assure that the action steps arc being 
followed and, if problems occur, makes in-course corrections. 

C. Assessment/ Determines the merit, value or outcomes of a program or its results through 
evaluation: sound professional iudgment or analysis of Quantitative data. 

D. Delegation: Provides a balance of freedom and supervision that permits others to perform at 
their highest level by entrusting responsibility, authority, and accountability for 
results. 

E. Monitoring/coaching: Reviews performance of others with the purpose of helping them improve their 
knowledge, skills and attitudes on the iob through personal teaching and tutoring. 

F. Time management: Schedules personal time and the time of others effectively by assigning priorities 
to work activities. 

SUBSKILL 4: CHANGE MANAGEMENT - The ability to innovate or bring about positive change 
with minimal personal and institutional stress. 

A. Styles: Manages by selecting a leadership mode to bring out the best in the performance 
of others in a variety of work situations. 

B. Research adaption: Initiates change to improve existing programs, processes or services through 
knowledge, understanding and application of sound research findings to situations 
within the district/campus. 

C. Innovation/ Initiates change to improve existing programs and services through the discovery 

D. Characteristics: Understands the change process and is able to apply the process for the implemen-
tation of the district/campus mission and goals. 
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Perceived Perceived 
Importance Competency 

S K I L L II: C O N C E P T U A L S K I L L S ( A N A L Y S I S / S Y N T H E S I S ) . The ability to 
review, organize, understand, adapt and apply observations, data evaluations and 
investigative results to new situations. 

SUBSKILL 5: STRATEGIC THINKING - Relates the long-range operation of district/campus to the 
community in which it functions by creating optimal conditions for improvement 

A. Creative planning: Develops unique, creative strategies for successfully accomplishing goals. 
B. Quality control: Assesses and regulates work in progress and evaluates the results to assure maxi-

mum quality. 
C. S trategies: Provides a positive environment that reflects current and evolving knowledge m 

education through an ability to respond rapidly and effectively to change. 

SUBSKILL 6: OBSERVATIONS - Observes plans, actions and performance in an objective manner. 
A. Percepuons: Uses experience to gain insight and knowledge that is then applied to practical 

situations. 
B. Standards: Sets and evaluates plans, actions and performance in terms of a set of criteria 

consistent with effective school correlates. 
0 Tests: Evaluates all relevant information to question and/or substantiate personal obser 

vations. 

SUBSKILL 7: PROBLEM ANALYSIS - Analyzes data and uses the resultant information to improve 
the quality of the working/learning environment. 

A. Data analysis: Uses data to create information that is helpful in solving specific problems. 
B Alternauves: Recognizes and has available a variety of suitable options applicable to a given 

problem. 
C. Conclusion: Reaches practical solutions to problems that can be applied in the districtfcampus. 

SUBSKILL 8: CREATIVE THINKING - Uses higher order thinking skills to create approaches to 
planning, implementing programs and services, and resolving problems. 

A. Basic research: Works to improve any aspect of education by developing hypotheses and testing 
them with appropriate controls. 

B. Assumptions: Approaches decisions where information may be limited by making assumptions 
that permit appropriate action to be taken. 

C Analysis: Examines problems by viewing them in the context of th£ entire system, then 
determines the critical elements of the problem and their interrelationships. 

D Format: Presents creative ideas in systematic ways that convey understanding and promote 
acceptance by others. 

SUBSKILL 9: RISK ASSESSMENT - Recognizes levels of risk associated with a plan or action and 
seeks to minimize risk as much as possible. 

A Entrepreneurship: Determines and assumes the risks of innovative, creative plans or actions. 
B Nontraditional: Calculates risk involved in situations and takes action to achieve positive results 

by using unique, creative approaches. 
C Modification: Reduces risk by making adjustments during implementation. 

SUBSKILL 10: EVALUATION - Determines the merit or worth of a program, idea or action with 
regard to comparisons, costs, needs, ethics and/or politics that are based on support 
documentation and sound judgment < 

A. Models/designs: Possesses understanding of different evaluation models and designs. 
B Ongoing- Monitors process and product through formative and summative means. 
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Perceived Perceived 

SKILL III: INTERPERSONAL SKILLS. The ability to relate to individuals and 
groups in w a y s that generate reciprocal trust, respect and c o m m u n i c a t i o n wi th in the 
acceptab le range o f authority. 

SUBSKILL 11: HUMAN RELATIONS (INDIVIDUALS) - Demonstrates and elicits trust, respect 
and valuein people while r e t t i n g authority, 

a Culture: Behaves with intellectual and moral standards that are in the best interest of the 
entire educational and social community. 

B Trust: Demonstrates and secures confidence of others by reliance on character, ability and 
truth. 

C Respect: Achieves high regard of others based on experience, training, past and continuing 
actions, ideas, position and demonstrated honor in all relationships. 

D Authority Uses the rights and powers assigned by a position in a manner that achieves the 
relationships: desired objective without jeopardizing the trust and respect of others. 

E Coliegiality: Recognizes and respects the knowledge, experience and values of other indivi-
duals in working relationships. 

SUBSKILL 12: H U M A N R E L A T I O N S (GROUPS) • Establishes a climate that is necessary for 
effective cooperative efforts within and among groups. 

\ Group dynamics: Understands and applies the principles of group dynamics to develop cohesiveness 
and cooperation in the effective achievement of objectives. 

B. Persuasive techniques: Possesses skills in promoting and securing approval of ideas and actions bv others. 

" Power Possesses the ability to bring about needed action through persuasion, charisma 
or influence. 

D Collaborative Understands and uses techniques that cause people to work together toward a 
techniques: common objective. 

SUBSKILL 13: RECEPTIVE C O M M U N I C A T I O N - Responds to others in ways that cause people 
to work together toward a common object 

A. Listening skills: Listens attentively to others and gives appropriate feedback. 
B, Open: Maintains both the spirit and reality of openness in receiving communication from 

others. 
C. Humanistic: Lends dignity to others by valuing their ideas and maintaining discretion and con-

fidentiality when required. 
D Verbai/nonverbal: Interprets correctly and responds accordingly to a variety of communication modes 

used by others. 7 

SUBSKILL 14: EXPRESSIVE C O M M U N I C A T I O N - Communicates with others actively to create 
an understanding with individuals and groups so thev can act effectively. 

\ Public relations: Works effectively with both schools and community to create understanding. 
b S peaking skill s; Communicates effectively with an individual or group by presenting ideas and 

opinions orally in a clear and concise manner. 
C Reinforcement: Communicates an awareness and appreciation of the work and progress of others in 

ways that promote increased participation in and commitment to the mission of the 
district/campus. 

D. Motivation: Uses rewards and recognition to assist people in becoming motivated. 
E. Feedback skills: Provides responses to oral and written communications and processes paperwork 

promptly, accurately and with close attention to details. 
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Perceived Perceived 

Importance Competency 

SUBSKILL 15: CONFLICT RESOLUTION - The ability to negotiate, mediate and promote mutual 
resolution of conflict. 

A Mutuality: Identifies commonaliues between differing points of view and clearly communicates 
them so that others can resolve conflicts. 

B. Negouauon: Works with others to achieve agreement through open discussion. 
C Mediation: Acts as an intermediary between conflicting parlies to achieve resolution through 

compromise. 
D Arbitration: Applies experience and training to judge the relative merits of conflicting positions 

and uses authority to assure acceptance and compliance. 

SUBSKILL 16: REFLECTIVE PRACTICE SKILLS - Learns from and builds on successes and 
failures in ways that contribute to co-workers and the district/campus. 

A Multiple goals: Possesses ability to perform concurrent actions directed toward different goals with-
out diminishing potential for success. 

B. Situational 
sensitivity: 

Interprets circumstances and emotions surrounding a situation in order to determine 
whether to press, negotiate or retract. 

C Pattern rationale: Identifies, groups and acts on similar patterns of needs and activities found in dif-
ferent parts of the system to the benefit of all concerned parties. 

D. Value consensus: Understands and evaluates values others place on an action and responds properly. 

SUBSKILL 17: MOTIVATION - Possesses personally and/or creates in others the desire to take action 
through example, inspiration, encouragement or pressure. 

A Extrinsic: Selects appropriate incentives that encourage individuals to successfully complete 
assigned tasks. 

B. Intrinsic: Creates climate within work environment so individuals arc self motivated to suc-
cessfully complete assigned tasks. 

S K I L L IV: R E S O U R C E S K I L L S . The ability to utilize experience and training in the 
areas of finance, personnel, facilities, computers and other support services to achieve 
the district/campus mission. 

SUBSKILL 18: FISCAL • Maintains fiscal accountability to assure that funds arc allocated and used to 
legally, efficiently and effectively support the mission of the district/campus. 

A, Accounting: Performs the work of recording, analyzing, storing, reporting and/or auditing 
financial transactions. 

B. Budgeting: Allocates personnel and fiscal resources to achieve a specified objective. 

C Data management- Maintains expenditure documentation that provides an audit trail for accountability. 

D. Process management: Determines actions that will lead to given objectives andjudges the performance of 
others by their success in carrying out the actions. 

E. Purchasing: Provides advice and services in the procurement of materials and services. 
F Resource attainment: Seeks and obtains funding for programs and services. 

SUBSKILL 19: PERSONNEL • Provides leadership in utilization of instructional and support personnel 
through effective recruitment, selection, appraisal, staff development and retention. 

A. Human relations 
grievances 

Handles personnel concerns of others expeditiously, with respect and within estab-
lished policies. 

B. Legal issues: Exhibits knowledge of current rules and regulations regarding the operation of 
schools and provides this information to others as needed. 

C. Data management: Maintains appropriate personnel records and support documents. 

D. Personnel management: : Plans, schedules and coordinates the work of employees. 
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Perceived Perceived 
ImportanceCompeiency 

SUBSKILL 20: FACILITIES - Provides a physical environment for work/leaming thai is conducive to 
high performance. 

A. Needs: Recognizes short and long term facility needs and acts to meet them. 
B. Building maintenance Maintains a clean, organized and attractive environment that promotes pride m the 

facility. 
C Safely: Assures continuing compliance with all safety regulauons and provides for a secure 

work/learning environment. 

SUBSKILL 21: DATA/TECHNOLOGY - Secures, records, consolidates and maintains facts and infor-
mation in an organized and rcadilv accessible manner. 

A. Systems (long-term/ Uses computer systems where possible lo locate and maintain facts and informa-
tion for both long-term and short-term use. 

B. Data analysis: Conducts systematic identification and examination of data needed to properly 
carry out assignments. 

C. Data utilization: Uses relevant data to make appropriate decisions. 
D. Evaluation: Determines the merit or worth of a specific program, idea or acuon by costs, needs. 

comparisons, ethics, and politics based on support documentation and sound 
value judgment. 

E. Evaluation designs: Develops evaluation designs to determine complex rclauonships among data. 

SUBSKILL 22: SUPPORT SYSTEMS - Manages or coordinates support services such as health, 
guidance, transportation, food, maintenance, purchasing and finance. 

! 

A, Pupil personnel: Manages or coordinates with pupil personnel service to assure quality support 
B. Legal services: Maintains accountability for providing advice and service in current law and 

litigation. 
C . Community: Maintains effective relations with parents, business and others outside education by 

communicating the district/campus mission, programs and services in a way that 
generates support 

D. Special school services: Manages or coordinates with special school services to assure quality support for 
instruction and education related functions. 
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