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Leadership capacity may be enhanced when school staff members work together 

as a professional learning community (PLC). Leadership style may impact how well a 

school staff work as a professional learning community. The purpose of this study was 

to assess the relationship between principal leadership style and the level of PLC on 18 

campuses across the US that were working on becoming PLCs.  

Staff members answered questions from two surveys which measured the level 

of leadership capacity, leadership style of the principal, and level of professional 

learning community within the schools. Questions regarding leadership capacity and 

leadership style were taken from the Leadership Capacity School Survey. Questions 

designed to measure the level of PLC on a campus were taken from the Professional 

Learning Community Assessment. The product-moment correlation coefficient or 

Pearson r was calculated between the answers from the questions from both surveys.  

The results indicated that when a capacity building principal is working with staff 

members to create a PLC, a higher level of PLC development is evidenced. When 

principals used collaboration with their staff, their schools operated at a lower level as a 

PLC. These results encourage principals to consider building capacity among their staff 

members if they want to create professional learning communities on their campus. 
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CHAPTER 1 

INTRODUCTION 

 School leaders are continually faced with complex challenges in order to provide 

a quality education for students today. In the past a school principal served as a building 

manager (Institute of Educational Leadership, 2000). As building manager principals 

were expected to comply with district level mandates, address personnel issues, order 

supplies, keep the hallways and school safe, deal with disruptive students, and take 

care of bus and cafeteria issues. Principals still are required to take care of these 

issues; however they must additionally be involved in improving teaching and learning 

on their campus. The importance of the principal as an instructional leader is a result of 

the effective school’s movement (Hallinger, 2005). Principals need to understand 

subject content, pedagogy, and manipulate complex data. They must involve parents in 

school issues and be knowledgeable about community resources. All of these 

responsibilities have the ultimate goal of providing resources and opportunities for high 

student achievement. To meet these challenges, it is important to have strong and 

visionary leadership.  “Learning doesn’t happen without leadership” (Institute of 

Educational Leadership, 2000, p. 2). It is very difficult for one person to effectively 

manage all of the responsibilities listed here. One solution is to create leadership 

capacity in a school staff that is working as a professional learning community (PLC) 

(Lambert, 2003). The purpose of this study is to determine if there is a relationship 

between the level of leadership capacity in a campus, leadership style of the principal, 

and the development of schools as PLCs.  
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Professional Learning Communities 

One response to help manage these challenges in recent years has been to 

transform schools into PLCs (Barth, 2001, Collins, 2005, DuFour & Eaker, 1998, Fullan, 

2001, Hord, 1997a, Hord, 1997b, Huffman & Hipp, 2003, Marzano, Waters, McNulty, 

2005, Mitchell & Sackney, 2006, Schmoker, 2004, Senge, 1990, and Sousa, 2003). For 

the past several years Texas Association of School Board’s (TASB) Mid-Winter 

Conference has included several sessions on PLCs. National organizations and 

conferences such as The Association of Supervision and Curriculum Development 

(ASCD), National Staff Development Council (NSDC), National Association of 

Secondary School Principals (NASSP), and the National Association of Elementary 

School Principals (NAESP) have also included PLCs as session topics. The National 

Board for Professional Teaching Standards (NBPTS) (2007) lists several characteristics 

teachers should practice. Proposition 5 of the standards states that teachers should be 

members of learning communities. Specifically the proposition states:  

 National Board Certified Teachers (NBCT) collaborate with others to improve 
student learning.  

 
 They are leaders and actively know how to seek and build partnerships with 

community groups and businesses. 
 

 They work with other professionals on instructional policy, curriculum 
development and staff development.  

 
 They can evaluate school progress and the allocation of resources in order to 

meet state and local education objectives.  
 

 They know how to work collaboratively with parents to engage them 
productively in the work of the school. (NBCT, 2007, Proposition 5 section) 

 
The National Staff Development Council’s (NSDC) standards includes: “Learning 

communities: Staff development that improves the learning of all students organizes 
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adults into learning communities whose goals are aligned with those of the school and 

district” (NSCD, 2007).  

PLCs are described by DuFour and DuFour (2003) as: 

First, the people in the organization have a clear sense of the mission they are to 
accomplish and a shared vision of the conditions they must create to achieve 
their mission. They work together in collaborative teams that engage in collective 
inquiry into both best practices for accomplishing their aims and the current 
reality of the conditions in their organization … Finally, the effectiveness of the 
organization is assessed on the basis of results, rather than intentions or 
activities (Defining a learning community section, para. 1). 
 

Louis and Kruse (1995) suggested PLCs exist when people from all levels of the 

organization collaboratively and continually work together.  

The term PLC has several definitions. DuFour and Eaker (1998) broke it down 

word by word:  

  A professional is someone who has expertise in a certain field, a person who has 
 pursued advanced training and is expected to remain current in the field’s 
 evolving knowledge base. Learning suggests ongoing action and perpetual 
 curiosity. Community suggests a group linked by common interests. Educators 
 create an environment that fosters mutual cooperation, emotional support, and 
 personal growth as they work together to achieve what they cannot accomplish. 
 (pp. xi-xii) 
 
For the purpose of this research the definition for PLC is taken from the model 

based upon Hord’s dimensions of PLCs (Hord, 1997b). The Professional Learning 

Community Assessment (PLCA), which corresponds to Hord’s dimensions, is the tool 

used to determine the level of PLC on each campus. Hord describes a PLC as 

professional staff learning together to direct efforts toward improved student learning. 

The five dimensions of a PLC according to Hord are 1) supportive and shared 

leadership, 2) shared values and vision, 3) collective learning and application, 4) 

supportive conditions, and 5) shared personal practice. Huffman and Hipp (2003) 
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conducted several research studies in collaboration with Hord at the Southwest 

Educational Development Laboratory (SEDL). They worked as external change agents 

with staff, administrators, and faculty in 18 schools to model and help facilitate the 

development of PLCs over a three year period of time. Huffman and Hipp gathered 

extensive data and analyzed the data over the course of the project. Six schools which 

showed the most progress as they began to initiate, implement, and institutionalize the 

dimensions were chosen for the topic of their book Reculturing Schools as Professional 

Learning Communities, (2003). The definitions of each of the PLC dimensions will be 

discussed more fully in Chapter 2. 

 

Leadership 

It has been suggested that leaders have a great role in helping their school 

become a PLC (Blankstein, 2004; DuFour & Eaker, 1998; Fullan, 2001; Huffman & 

Hipp, 2003; Reeves, 2006). Donahoe (1993) stated: “Schools are trapped by a 

leadership dilemma: they require skilled, effective principals in order to outgrow their 

utter dependence on those principals” (p. 300). DuFour and Eaker (1998) suggested the 

principalship is as critical as ever in school improvement efforts: 

The importance of effective leadership in any change process is well established. 
It is difficult to imagine implementing and sustaining a school change process 
through all of the inevitable setbacks and frustrations without strong leadership 
from a competent principal. (p. 183) 
 

Louis and Kruse (1995) identified the supportive leadership of principals as one of the 

necessary human resources for school-based professional communities referring to 

them as “post-heroic leaders who do not view themselves as the architects of school 

effectiveness” (p. 234). Walker (2002) stated: “In a high stakes context school leaders 
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must search for ways to create a culture of high expectations and support for all 

students and set of norms around teacher growth that enables teachers to teach all 

students well” (p. 3). Thus much seems to depend on a leader’s skills and abilities to 

carry out responsibilities which will make a difference in student achievement.  

Marzano, Waters, and McNulty (2005) asserted: “The principal must execute the 

responsibilities of optimizer and affirmation in order to create a purposeful community” 

(p. 99). Marzano et al. define a purposeful community as: “One with the collective 

efficacy and capability to develop and use assets to accomplish goals that matter to all 

community members through agreed upon processes” (p. 99). Marzano’s purposeful 

community shares many of the same characteristics as a learning community. As an 

optimizer, the principal must be the champion for the belief that the school operates as 

a cohesive group which can effect substantive change. Cohesiveness is also a principle 

in PLCs. 

Leadership capacity is a part of successful learning communities. Lambert (2003) 

defined leadership capacity as a “broad based, skillful participation in the work of 

leadership” (p. 4). Broad based participation includes the principal, a majority of the 

teachers, large numbers of parents, and students all involved as leaders. If these 

conditions are present Lambert (2003) said that the school will have high leadership 

capacity that may result in high student performance. Regarding teacher leadership 

Lambert (2003) stated the following: 

People yearn for vitality and purpose. Teachers who exhibit vitality are energized 
by their own curiosities, their colleagues, and their students; they find joy and 
stimulation in the daily dilemmas of teaching and are intrigued by the challenge 
of improving adult learning communities. Teachers become fully alive when their 
schools and districts provide them with opportunities for skillful participation, 
inquiry, dialogue, and reflection. Such environments foster leadership. (p. 32) 
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Teacher leadership does not mean that all responsibilities have been shared with 

staff. According to Lambert (2003) “as long as we have schools that need to be 

improved or improvements that need to be sustained, the role of the principal will be 

important” (p. 43). Sometimes it is stated that no one style of leadership is any better 

than another. According to Lambert (2003) some styles are preferable to others. A 

capacity building leader may help a school reach higher levels of PLCs. Lambert (2003) 

discusses four different styles of principal leadership.  She outlined definitions of four 

leadership styles found in schools: 

A directive leader “engages in command and control behavior. A laissez-faire 
leader makes decisions behind the scenes without involving others 
systematically, creating organizational uncertainty and fragmentation. A 
collaborative leader encourages open participation, but is unsure how to involve 
those who don’t choose to be involved. The leader may unwittingly prolong 
dependency behaviors and dispositions inherited from previous years. A 
capacity-building leader creates meaning and shared knowledge through broad-
based skillful participation. (p. 44)    
 
Lambert (2003) also said that the conditions for maintaining a school’s capacity 

for leadership include: 

 A sustained sense of purpose 
 Succession planning and selection 
 Enculturation 
 A rhythm of development 
 Conversion of practice into policy. (p. 94) 
 

Sustaining a sense of purpose requires that the school’s vision is revisited at 

least four times a year (Lambert, 2003). Succession planning and selection means a 

new principal should “hit the road running, and respect the school’s purposes and 

progress” (p 94). Enculturation includes orientation, mentoring, coaching, and generous 

sharing of information and resources of new personnel. Schools may keep their rhythm 
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of development going by alternating roles and helping staff members from becoming 

burned out. “School practices last longer when they are enacted into policy (p. 95). 

Policies that facilitate the development of leadership capacity and those that facilitate 

bureaucratization must be distinguished.  

Reeves (2002) stated: “Leaders are the architects of improved individual and 

organizational performance” (p. 12). Johnson (1996) maintained: 

Today’s school leaders must understand both the limits and the potential of their 
positions, carefully balancing their use of positional authority with their reliance 
on others, gradually building both a capacity and widespread support for shared 
leadership and collaborative change. (p.11) 
 

By balancing the use of authority and reliance on others as suggested above a principal 

may encourage teachers to participate in campus decision making thus facilitating the 

development of a PLC. When teachers are involved in making campus level decisions; 

leadership capacity can be experienced. Leadership capacity can contribute to a strong, 

supportive culture of leadership and shared decision-making that promotes a foundation 

for successful schools and improved student achievement.   

 

Statement of the Problem 

 A principal’s leadership style may impact the creation of a school’s development 

as a PLC either negatively or positively. Increased leadership capacity of staff may 

impact the creation of a school as a PLC. This research will add to the literature base 

addressing the principal leadership style and leadership capacity as related to creating 

PLCs. Information gained from this study may provide a district with knowledge to 

enhance the creation of PLCs within their schools. 
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Research Questions 

  Because the type of leadership provided by a principal impacts the day to day 

activities and overall climate of the school and the type of leadership provided 

influences teachers’ behavior and guides the change process, studying leadership and 

its effect on a school is important. Fiedler’s contingency theory suggests that depending 

upon how a principal leads, teachers may take risks to encourage change or may feel 

unsupported in making changes therefore change is resisted (Theodory & Habdai, 

1982). Contingency theory states that a leader’s effectiveness is based on situational 

contingency. This means that different situations require different leadership styles. This 

study investigated if there is a leadership style that leads to increased leadership 

capacity. If such a relationship between leadership style and leadership capacity can be 

made does it encourage the creation of a PLC in a school? Thus the issues under study 

are: What is the relationship between principal leadership and a school involved in 

developing a profession learning community? What is the relationship between 

leadership capacity, leadership style and the creation of a professional learning 

community?   

 The research questions which guide this study are: 

1. Using questions from the Leadership Capacity School Survey (LCSS) 
measurement tool what is the level of leadership capacity as indicated by 
school faculty? 

 
2. As indicated by the leadership capacity collected via the LCSS what is the 

leadership style of the principal of the selected schools? 
 

3. Using questions from the Professional Learning Community Assessment 
(PLCA) what is the level of a school’s professional staff as a learning 
community as indicated by school faculty? 
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4. Is there a relationship between leadership capacity and the current level of 
a school’s professional staff as a learning community as indicated by the 
faculties?  

 
5. Is there a relationship between principal leadership style and the current 

level of a school’s professional staff as a learning community as indicated 
by the faculties?  

 

Method 

 Quantitative in nature, this study utilized questions from two surveys. Data in the 

form of survey questions was collected from teachers of schools in which a goal of 

creating PLCs had been in place under the leadership of the same principal for at least 

three years. Questions from the Professional Learning Community Assessment (PLCA) 

(Olivier, Hipp, & Huffman, 2003) instrument measured the maturity level of the school 

faculty along the various dimensions which characterize a learning community. The 

second part of the survey taken from the Leadership Capacity School Survey (LCSS) 

(Lambert, 1998) instrument is designed to assess the leadership capacity of teachers as 

well as the leadership style of the principal. The two surveys were combined so that 

teacher respondents answered only one survey. The process for choosing questions 

from each survey will be described in Chapter 3. 

The schools were chosen based on their involvement within the PLC framework. 

Some schools were selected from a resource suggested via e-mail from Dr. R. Eaker. 

Dr. Eaker suggested a website called All Things PLC to help locate schools involved in 

becoming professional learning communities at web address 

http://www.allthingsplc.info/ . Other schools were located within Texas from 

recommendations from Dr. J.B. Huffman and Dr. D. Olivier. Each school was studied as 

individual case studies. The data was also combined to determine if there is statistical 

http://www.allthingsplc.info/�
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significance. Product-moment correlation coefficient which is one form of correlation 

statistics was performed on individual school data received from both the questions 

from the PLCA and the LCSS. Correlation research is defined as “a type of investigation 

that seeks to discover the direction and magnitude of the relationship among variables 

through the use of correlational statistics” (Gall, Gall, & Borg, 2003, p. 622).  A more 

detailed description of the method will be provided in Chapter 3. 

 

Significance of the Study 

School reform may be accomplished as a school learns to operate as a PLC. 

Pankake and Moller (Huffman & Hipp, 2003) stated:  

School reforms often fail due to the lack of attention paid to building a school 
culture that supports teacher development through collaborative adult learning. 
Professional learning communities are not only a school-based reform; their 
establishment also creates a structure helpful for sustaining other initiatives 
intended to foster school improvement. (p. 4) 

 

The significance of this study is to provide information related to the level of 

leadership capacity and how that may impact the progression toward development of 

PLCs in schools.  This study provides a clearer understanding of the principal’s role in 

creating the conditions in which a PLC may be achieved and continuous school 

improvement can be sustained. 

 

Assumptions 

 One underlying assumption in this study is that when a school exhibits 

characteristics of a PLC a favorable impact on student achievement will occur. In a 

review of eleven studies Vescio, Ross, and Adams found evidence to suggest that well 
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developed PLCs have a positive impact on both teaching practice and student 

achievement (2008).  Mitchell (2007) studied five high poverty, high minority schools 

and found a relationship between language arts achievement and characteristics of 

PLC. An elementary school working on PLC strategies was beginning to close the 

achievement gap between white and black students in literacy and math achievement 

(Yates & Collins, 2006).  An additional underlying assumption in this study is that 

questions from the PLCA (Olivier, Hipp, & Huffman, 2003) measured the level of the 

school’s incorporation of critical attributes that are part of a PLC. Another underlying 

assumption in this study is that the questions from the LCSS (Lambert, 1998) measured 

the leadership capacity in schools as detailed in the four quadrants. Once the quadrant 

of a school was determined leadership style was also determined. Additional 

assumptions were: 

1. The respondents to the surveys answered the survey questions openly and 
honestly. 

 
2. All staff from selected schools participated in the surveys.  

 

 

Limitations 

Bryant (2004) explained that “Limitations are the built-in limits of the method you 

use to explore your question” (p. 59). The limitations of this study were: 

1. Return rates of surveys are rarely 100%. Multiple attempts to increase the 
participation rate in the surveys were used. 

 
2. If a school faculty realizes that their level of leadership capacity and progression 

toward becoming a PLC is being measured it may result in limitations. Faculty 
members may inflate their answers if they wish to make their school appear to be 
a PLC. 
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Delimitations 
 

 Bryant (2004) “Delimitations are the factors that prevent you from claiming that 

your findings are true for all people in all times and places” (p. 57). In a quantitative 

study such as this these are the factors that limit generalization.  

1. Findings of this study may not be generalized to any other group other than the 
schools studied. 

 
2. The study will focus on the leadership capacity and PLCs selected schools in the 

United States. 
 

Definition of Terms 
   

Bivariate correlation coefficient - any type of statistic that describes the 

magnitude of the relationship between two variables. 

Broad-based - the principal, a vast majority of teachers, large numbers of 

parents, and students are all involved in the work of leadership in a school. 

Leadership capacity- broad-based skillful participation in the work of leadership 

(Lambert, 2003). 

Professional learning communities - professional staff learning together to direct 

efforts toward improved student learning (Hord, 1997a). Huffman and Hipp (2003) state 

“A community of continuous learners- professional learners- is a key element of school 

capacity, a way of working, and the most powerful professional development and 

change strategy available for improving our educational system” (p. vii).   

Purposeful community - a school with the collective efficacy and capability to 

develop and use assets to accomplish goals that matter to all community members 

through agreed-upon processes. 
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Sustainability – a function of shared vision and personal mastery, team learning, 

and systems thinking (Senge, Kleiner, Roberts, & Roth, 1999). 

 

Conclusion 

 As many schools are working on the implementation of PLCs, leadership 

capacity may either discourage or encourage the progress. If a school district sets 

expectations for their schools to operate as PLCs, time would be well spent determining 

which principal leadership styles would promote such development and strive to hire 

principals who will facilitate leadership capacity. Too often when a new principal 

assumes the leadership role, change occurs. By determining which leadership styles 

and skills help promote PLCs and leadership capacity, a more thoughtful and purposeful 

plan for change and growth can be established. 
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CHAPTER 2 
 

REVIEW OF LITERATURE 
 

Introduction 

         Many authors and researchers have studied the effect leadership has on the 

quality of a school or business (Barth, 2001, Collins, 2005, DuFour & Eaker, 1998, 

Fullan, 2001, Hord, 1997a, Hord, 1997b, Huffman & Hipp, 2003, Marzano, Waters, 

McNulty, 2005, Mitchell & Sackney, 2006, Senge, 1990, Schmoker, 2004, and Sousa, 

2003). In 2000 the Institute for Educational Leadership (IEP) convened a task force to 

study the principalship and school leadership as they relate to each other.  The purpose 

of the task force was to heighten awareness of the critical problems that face 

educational leadership. This task force agreed that:  

The top priority of the principalship must be leadership for learning. The 
principalship as it is currently constructed – a middle management position over-
loaded with responsibilities for basic building operations – fails to meet this 
fundamental priority, instead allowing schools to drift without any clear vision of 
leadership for learning or providing principals with the skills needed to meet the 
challenge. Task force members agreed that school systems must “reinvent the 
principalship” to meet the needs of schools in the 21st century. (p. 1) 
 

The IEP task force (2000) suggested that the principalship will be defined in terms of 

“community leadership manifested in a big-picture awareness of the school’s role in 

society: shared leadership among educators, community partners and residents; close 

relations with parents and others; and advocacy for school capacity building and 

resources” (p. 4). “True leadership only exists if people follow when they have the 

freedom not to” (Collins, 2005, p. 13). If a leader is followed because people have no 

choice, then the leader is not leading according to Collins. When a leader creates 

conditions to allow staff to help make decisions they may follow more readily. Reeves, 
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(2006) believes that leaders cannot do the job alone. A good leader will concentrate on 

improving their own strengths and create teams that provide different and equally 

important strengths for the organization. This is a key component in PLCs. In a PLC, 

staff members work together bringing their own strengths and talents to the table. Staff 

members work together to create a momentum of positive change.  

 A discussion of the history of school improvement and the creation of PLCs 

within schools begins this literature review. The concept of PLCs will be presented. 

Leadership in schools, how leadership style and leadership capacity impacts PLCs, and 

leadership succession will also be reviewed.  

 Leadership is a quality that may determine how effective a school becomes. In 

this study the question was whether the leadership the principal provides makes a 

difference in the creation of a PLC within a school. Leadership capacity is leadership 

spread among the faculty to provide for greater academic results. Leadership capacity 

was explored in this research study. In the present leadership structure of most schools, 

the principal is the person most responsible for creating a culture in which a PLC can 

thrive (Huffman & Hipp, 2003).  

 

History of School Improvement 

 Increasingly, schools and school leaders are asked to be accountable for student 

achievement. The recent push for high student achievement began in 1957 when the 

Russians through the launch of Sputnik prompted United States leaders to question the 

effectiveness of its education system. Sputnik was the name of the Russian space 

capsule which was launched into space before the United States was able to 
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accomplish such a feat. A Nation at Risk (National Commission on Excellence in 

Education, 1983) argued that national security was at risk because of poor education in 

American public schools. A flurry of school improvement initiatives throughout the 

United States which were known as the excellence movement began. The excellence 

movement provided few new ideas. A push to do more rather than different was evident 

(DuFour & Eaker, 1998). During the 1980s the effective schools movement proposed 

the idea that a principal should act as an instructional leader (Hallinger, 2005). Thus, 

instructional leadership is the remnant of the effective schools movement that continues 

on in the educational administration world. Many current principals have said at one 

time or another that they are the instructional leaders of their campuses.  

 In 1989, President George H. W. Bush convened the nation’s governors for a 

summit on education (103rd Congress of the United States, 1989). Goals 2000 resulted 

from the Bush summit with the governors which identified that by the year 2000 

specified goals must be met. These goals included: Students would start school ready 

to learn. High school graduation rate would increase to at least 90%. Students would 

leave grades four, eight, and twelve having demonstrated competency in english, math, 

science, history, and geography. Schools should prepare students to learn to use their 

minds well so they may be prepared for responsible citizenship, further learning, and 

productive employment in our modern economy. U.S. students would be first in the 

world in math and science achievement. Every adult in America would be literate and 

would possess the knowledge and skills to compete in a global economy and be 

responsible citizens. All schools would be free of drugs and violence. Congress later 

added two more goals. By the year 2000, the nation’s teaching force would have access 
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to programs for the continued development of their professional skills and the 

opportunity to acquire the knowledge and skills needed to instruct and prepare all 

students for the next century. The last goal was that every school would promote 

partnerships that would increase parental involvement and participation in promoting the 

social, emotional, and academic growth of children.  

 In 1996, the second educational governors’ summit responded to critics that the 

federal government was attempting a takeover of schools by the requirement of the 

standards mentioned in Goals 2000. During the 1996 summit the standards movement 

was transferred back to state governmental control. At the same time a movement was 

sweeping the country to give individual schools more freedom to develop the best 

methods to meet standards. This was evidenced in the site based management team 

movement. Site based reform became known as the restructuring movement. The 

restructuring movement suggested that transformation of public education can occur if 

decentralization of decision making takes place (Murphy, 1991). PLCs may be one way 

of focusing the site based decision making procedures. 

 

Leadership 

 When people think of leadership they may think of presidents, generals, or 

chairmen of the board. Levine and Crom (1993) suggested that this view is limited and 

that leadership does not begin and end at the very top. They feel that work such as 

organizing a small work team or energizing an office support staff are the “front lines of 

leadership” (p. 23). Levine and Crom also claimed that anyone who comes in contact 

with others has good reason to learn how to lead. DuFour and Eaker (1992) stated “One 



 

18 

of the most consistent findings of the research on both excellent businesses and 

effective schools is the importance of strong leadership” (p. 46). They further suggested 

as a leader, a principal should empower teachers, promote and protect the values of the 

school, and monitor and evaluate instructional effectiveness. Reeves (2006) offered a 

definition of leadership as being “the architects of individual and organizational 

improvement” (p. 27).  

 “The goal of learning communities is to build social and intellectual connections 

among people” (National Association of Elementary School Principals, 2001, p. 11). 

Control may interfere with this process. “The leader of a learning community is a 

developmentalist, someone who knows where he or she stands on the issues and is 

committed to growth over time” (p. 11). Once a leader understands their own stand on 

issues time could be spent building a complementary team to help reach any goals 

created to support the issues. The demands of leadership usually exceed the capacity 

of any single individual to fulfill all the skills needed of a leader. Complementary teams 

would help a leader in the areas in which the leader exhibits a weakness (Reeves, 

2006). Reeves further stated that a leader hires “people with different skill sets, 

intelligences, and behavioral characteristics” (p. 29).  Reeves suggested several 

dimensions of leadership required in any organization some of which may be exhibited 

by the leader or by complementary teams.  

 The first dimension of leadership as described by Reeves (2006) is holding a 

vision. Visionary leaders challenge the status quo. They contemplate the future even if 

the future is uncertain. Visions should be clear and stated in language which is easily 
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understood and turned into goals. The vision should be explained to each stakeholder 

so that each understands their role in reaching the vision.  

 Reeves second dimension is relational leadership. A relational leader listens to 

“colleagues without interrupting or prejudging their statements” (Reeves, 2006, p. 40). 

Relational leaders exhibit empathy for their staff. Relationships with leaders are one of 

the single greatest predictors of employee performance, satisfaction, and turnover 

(Buckingham & Coffman, 1999). A leader with relational skills will divert attention from 

the organization to the individual employee’s needs when necessary.  

 Systems leadership involves the many interactions a leader undertakes each day 

and is Reeves third dimension of leadership. A leader with skills in the systems area 

knows the importance of each employee from teachers to custodians to bus drivers. 

Each member of the school community plays a vital part in creating a quality school. A 

systems leader makes sure that each staff member knows the goals of the school and 

has the skills necessary to achieve high student achievement. When faced with 

innumerable tasks and interactions each day an effective systems leader knows which 

things to focus on most to create an effective school.  

 Reeves fourth leadership dimension is to be reflective. They take the time to 

think about lessons learned, contemplate small gains and setbacks, ponder conflicts 

between values and practice, and notice trends that emerge over time. Reeves (2006) 

suggested a leader focus on several essential questions when reflecting: 

 What did you learn today? 
 Whom did you nurture today? 
 What difficult issue did you confront today? 
 What is your most important challenge right now? 
 What did you do today to make progress on your most important 

challenge? (p 50) 
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These types of reflective questions may help a leader determine if any changes need to 

be made in the organization or if the organization is thriving under the current 

conditions.  

 Collaborative leadership which implies sharing leadership and shared decision 

making is Reeves fifth dimension of leadership. Reeves (2006) stated that decision 

making takes place at three levels in an organization. Level I decision making is 

discretionary. Such discretionary decision making occurs within the classroom when a 

teacher follows the school curriculum while choosing to teach the lessons in a style that 

fits with both the teachers teaching style and the learners’ style of learning. Level II 

decisions are made unilaterally between leaders and staff members. These types of 

decisions may include special events, the school schedule, and anything in which the 

leader and teachers might want to reach common ground. Matters of safety and values 

are generally left to the leader and are considered level III decisions. Such decisions are 

not discretionary and are not open to collaboration. Issues of safety generally call for a 

“command and control” (Reeves, 2006, p. 53) leadership.  

 Reeves sixth leadership dimension is the use of analytical skills. “Leaders must 

consider the interaction of many complex variables, challenging facile conclusions and 

simple solutions” (Reeves, 2006, p. 56). Good analytical leaders are not masters of 

answers but rather persistent questioners. Reeves asserted that the analytical leader 

will challenge beliefs about student demographics being the cause of student 

achievement as well as other issues normally taken for granted within a school. 

 Communicative leadership is the final dimension of leadership as proposed by 

Reeves. Communication as described by Reeves involves inspirational talks with staff, 
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e-mails, phone calls, newsletters, and many more. Reeves does not suggest that every 

leader possess all six of these skills. A wise leader knows how to surround oneself with 

others who possess the skills they are lacking in.  

In contrast Fullan (2001) believed there are leadership skills which a leader 

should possess in order to be effective. These skills are expressed as five components 

of leadership which “represent independent but mutual reinforcing forces for positive 

change” (p. 3). The first component, moral purpose means “acting with the intention of 

making a positive difference in the lives of employees, customers, and society as a 

whole” (p.3). Fullan felt that leaders should be guided by moral purpose as they make 

decisions.  

 Fullan’s second component of leadership is that it is “essential for leaders to 

understand the change process” (p. 5). Leaders who understand the change process 

will also come to create deeper moral purpose. Fullan (2001) gave six guidelines to help 

leaders understand the change process: 

(1) the goal is not to innovate the most; (2) it is not enough to have the best 
ideas; (3) appreciate early difficulties of trying something  new: what I call the 
implementation dip; (4) redefine resistance as a potential positive force; (5) 
reculturing is the name of the game; (6) never a checklist, always complexity. (p. 
5) 
 
Schools today exist in a time of inescapable change. Change is a characteristic 

of the modern world. Individuals in our society experience change at all levels; the 

individual, organization, and system. Hall and Hord (2001) suggested: “change is highly 

complex, multivariate, and dynamic” (p. 11). There is an increasing awareness among 

researchers, policy-makers, and practitioners that change is a process rather than an 

event. Change can be described as a process through which individuals and 
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organizations advance as they gradually come to understand, and become skilled and 

competent in the use of new methods and processes (Hall & Hord, 2001). Educational 

change is a difficult process. Conley (1996) illustrated that the educational system has 

been “evolving since the arrival of the pilgrims” (p. 16). Regarding change Fullan (2001) 

stated: “Change is a double-edged sword. Its relentless pace these days runs us off our 

feet. Yet when things are unsettled, we can find new ways to move ahead and to create 

breakthroughs not possible in stagnant societies” (p. 1). Hall and Hord (2001) reminded 

us that, although the educational community has endured great demands and new 

initiatives for school reform, few have been sustained through the implementation 

phase.  Educators must be prepared to adapt to required changes in order to achieve 

sustained success. Then time and effort must be spent on sustaining the change 

initiative in order to achieve greater impact.  

That leaders must be relationship builders is the third component of Fullan’s 

leadership components (Fullan, 2001). Leaders must attempt to build relationships with 

others especially with “diverse people and groups” (Fullan, 2001, p. 5). Fullan further 

stated: 

If relationships improve, things get better. If they remain the same or get worse, 
ground is lost. Effective leaders constantly foster purposeful interaction and 
problem solving, and are wary of easy consensus. (p. 5)  
 
Fullan’s (2001) fourth component of leadership is that “the new work on 

knowledge creation and sharing reflects an amazing congruence with the previous three 

components” (pp. 5-6). “What has been discovered is that, first, people will not 

voluntarily share knowledge unless they feel some moral commitment to do so; second, 

people will not share unless the dynamics of change favor exchange; and, third, that 
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data without relationships merely cause more information glut” (p. 6). Good 

relationships can help the social process that is required to turn information into 

knowledge.  

 Coherence making is Fullan’s (2001) fifth component of leadership. This 

component is characterized when leaders help their stakeholders determine what new 

initiatives to adopt and how to implement them to impact academic growth without 

abandoning already worthwhile projects. Principals demonstrating this component help 

keep the focus on student achievement and student and staff learning.  Expecting a 

leader to possess each of Reeves’ dimensions or Fullan’s components may be 

unrealistic. Spreading leadership among staff members may allow for these dimensions 

or components to be carried out more effectively. PLCs may be one way of seeing that 

these dimensions or components exist.  

  

Professional Learning Communities 

 In order for today’s schools to meet the educational needs of our time, the 

outdated educational factory model of American public schools, which has prevailed 

during the last 100 years must be abandoned and schools must adopt a new conceptual 

model of schools as PLCs (I.E.L., 2000; Olivier, 2001).The traditional factory model of 

schools depended upon standardization and authoritarianism. It was a hierarchical type 

of management in which a small group of people made decisions for the entire 

organization (DuFour & Eaker, 1998). The traditional system described is inadequate to 

address the issues that leaders must undertake in our complex society (Conley, 1996). 
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One solution for leaders may be to create PLCs within schools so that educational 

responsibilities may be distributed and shared among staff members.  

 The Institute of Educational Leadership (2001) predicted that the organizational 

structure of today’s schools will not last. The new organizational model proposed by 

some educational researchers, schools as PLCs, is based on significantly different 

assumptions, beliefs, and behaviors seen among school personnel. “Many educational 

authors agree that the key challenge for today’s schools is to gain a comprehensive 

understanding of their members and provide opportunities for their growth and 

development” (Richardson, 2003, p. 34). Bennis (1994) suggested that leaders’ ability to 

energize their staff lies in self-understanding as well as an understanding of the roles 

and personal needs and desires of staff members. Hord (1997a) believed the innovation 

itself and the context into which it is incorporated are secondary variables to the 

importance of the people who are intended users of the innovation. A growing number 

of researchers and educators support the concept that transforming schools into PLCs 

will offer strategies for supporting continuous improvement (DuFour & Eaker, 1998; 

NAESP, 2001).  

 In 1990, Senge published a book entitled The Fifth Discipline in which the idea of 

creating and sustaining learning organizations was discussed. Senge, Cambron-

McCabe, Lucas, Smith, Dutton, & Kleiner (2000) suggested that classrooms can 

improve if the school improves. Senge et al. (2000) further stated that: 

A learning school is not so much a separate place as a meeting ground for 
learning, dedicated to the idea that all those involved with it, individually and 
together, will be continually enhancing and expanding their awareness and 
capabilities. (p. 6) 
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Senge et al. (2000) articulated core guiding principles found at the heart of a 

learning organization. Senge’s first core idea was that organizations are a product of 

how its members think and interact with one another. Schools are the way they are 

because of the way that people in the school think and work together. Senge et al. 

(2000) suggested that “changing the way we think means continually shifting our point 

of orientation” (p. 20). School staff members must take time to look inward and to 

become aware of and study the expected ways of doing business which are taken for 

granted. Staff should also look outward in order to find new ideas and different ways of 

thinking and interacting. If school change is desired, the way people think and interact 

must first be examined. If this examination does not occur, new initiatives will fade away 

and the organization will return to its original interactions.   

Senge’s et al. (2000) second core idea was that learning is connection. “Learners 

construct knowledge from an inner scaffolding of their individual and social experiences, 

emotions, will, aptitudes, beliefs, values, self-awareness, and purpose” (p. 21). How a 

learner understands is determined by background experience, who the learner is, and 

what the learner knows about the content as well as how and by whom the content is 

covered.  When teachers are aware of these connections, the process of learning is 

strengthened. Disconnecting social experiences, emotions, will, aptitudes, beliefs, 

values, self-awareness, and purpose weakens the scaffolding and the knowledge.  

Senge’s et al. (2000) third core idea was that learning is driven by vision. This 

concept allows people to learn and grow even when their situations or environments are 

disempowering. “Most of the rapid learning of very young children is tied to purpose and 

vision” (p. 33). Lifelong learning is the fundamental means by which people engage with 
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life and create their desired futures. When children enter school they are often asked to 

learn skills without understanding why. The Texas Professional Development 

Assessment System (PDAS) encourages teachers to relate learning to real life events 

and to give students purpose for learning content (Texas Education Agency, 2007). In 

order to become learning communities staff members must possess a larger vision, 

personal and shared, as the driving force behind school improvement.  

 A learning community is a place where capacity is built in three dimensions 

(Mitchell & Sackney, 2006). Mitchell and Sackney’s first dimension of a learning 

community was the “personal capacity of individuals to learn, teach, question, reflect, 

and grow” (p. 630). The second dimension is the interpersonal capacity staff members 

possess to create common understandings, develop shared values and visions, define 

and solve educational problems, and build learning networks and connections. 

Organizational capacity in systems, structures, resources, data sharing, and other 

institutional mechanisms that support school wide learning and improvement is the third 

dimension as described by Mitchell and Sackney.  

DuFour and Eaker (1998), suggested that schools that operate as PLCs 

recognize that their members must engage in ongoing study and constant practice that 

make a school committed to continuous improvement.  The characteristics of PLCs as 

described by DuFour and Eaker include six components. The first component is that the 

learning community shares common mission, vision, and values. The staff members in 

a school agree upon what is most important in the school and work toward reaching 

these goals. There is a collective commitment among staff in what they want to achieve. 
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The mission, vision and values are understood and embraced by all stakeholders who 

include all staff, students, and parents.  

The next component of DuFour and Eaker’s (1998) PLC is a sense of collective 

inquiry. Staff members in such a school continuously look for new teaching methods, 

test those methods, and then reflect upon the success of those methods. Curiosity is 

abundant and the process of searching for answers is valued. Gradually the search for 

answers leads to “fundamental shifts in attitudes and beliefs” (p. 26). Once these 

fundamental shifts in attitudes and beliefs occur, staff may make significant changes in 

the culture of the school.  

Another of DuFour and Eaker’s (1998) components is evidenced by teams 

working collaboratively together. This collaborative team learning creates a momentum 

to provide for continual improvement. This is not simply a team that likes each other and 

is polite, but rather a team that challenges and inspires each team member to provide 

the best education possible. “Building a school’s capacity to learn is a collaborative 

rather than an individual task” (p. 27). 

Schmoker (2004) suggested that the lack of clarity regarding what collaboration 

means is a barrier to creating a PLC. Schmoker stated that most educators and leaders 

are waiting for the right staff development, when the implementation of collaboration 

surrounding learning to promote positive change in the school is the staff development 

educators should be seeking. Tichy, (2002) stated that “teaching is the most effective 

means through which a leader can lead” (p. 57). Tichy added: 

Everyone in the organization is expected to be constantly in a teaching and 
learning mode. True learning takes place only when the leader/teacher invests 
the time and emotional energy to engage those around him or her in a dialogue 
that produces mutual understanding. (p. 58) 
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Action orientation and experimentation is another key component of learning 

communities as described by DuFour and Eaker (1998). “Members of such 

organizations turn aspirations into action and visions into reality” (p. 27). Even when 

change is uncomfortable, it is preferred to stagnation of ideas and action. “Learning 

organizations consider failed experiments to be an integral part of the learning process, 

which are opportunities to learn and then begin again more intelligently” (p. 28).  

Another key component of DuFour and Eaker’s (1998) PLC is the search for 

continuous improvement. Staff members exhibit a discomfort with the way things have 

always been and are always looking for ways to improve their school. DuFour and 

Eaker remark: 

A commitment to continuous improvement is evident in an environment in which 
innovation and experimentation are viewed not as tasks to accomplish or projects 
to complete, but as ways of conducting day-to-day business, forever. Members of 
a professional learning community recognize and celebrate the fact that mission 
and vision are ideals that will never be fully realized, but must always be worked 
toward. (p. 28) 
 
The last key component presented by DuFour and Eaker is that PLCs are results 

oriented. Members of a PLC realize that their goals must be continually assessed on the 

basis of results.  

 In their study of schools that work as learning communities, Mitchell and Sackney 

(2006) believed that principals who were most successful in creating learning 

communities “served as role models with respect to good teaching strategies, effective 

collegial processes, respectful treatment of students, and systemic approaches to 

practice” (p. 636). These successful principals “modeled a desirable classroom 

environment by recognizing staff, students, and parents for their efforts and 
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accomplishments” (p. 636). Mitchell and Sackney did not see one way of carrying this 

practice out, rather each principal used their own personality and values to serve as a 

role model. Mitchell and Sackney (2000) define a learning community as a “group of 

people who take an active, reflective, collaborative, learning-oriented and growth-

promoting approach toward the mysteries, problems, and perplexities of teaching and 

learning” (p. 5). 

For this research, Hord’s definition of a PLC was used. Hord (1997b) described 

PLCs as staff learning together to concentrate their efforts toward improved student 

learning. Hord’s five dimensions of a PLC include supportive and shared leadership, 

shared values and vision, collective learning and application, supportive conditions, and 

shared personal practice.   

 Hord’s dimension of supportive and shared leadership involves administrators 

sharing power and decision making with staff. Hord’s dimension of supportive and 

shared leadership is defined as school administrators participating “democratically with 

teachers by sharing power, authority, and decision making, and by promoting and 

nurturing leadership among staff” (Huffman & Hipp, 2003, p. 6). Leadership is promoted 

and nurtured among staff members. School leaders participate democratically with 

teachers to make decisions and lead their school. Shared leadership creates a level of 

interactions and relationships that build capacity for change. Without a principal’s 

focused and continual attentions and efforts to build a PLC new initiatives will fail. When 

a principal stays invested in the process, teaching and learning take center place in the 

minds of the members of the organization (Mitchell & Sackney, 2006). The relationships 

among adults in the school greatly influence the extent to which students in that school 
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will succeed academically (Barth, 2001, Blankstein, 2004, Fairman & McLean, 2003, 

Fullan, 2001, Marzano, Waters, & McNulty, 2005, Schlechty, 2002). Eaker, DuFour, and 

Burnett (2002) described this new view of leadership: 

One of the most fundamental cultural shifts that takes place as schools become 
professional learning communities involves how teachers are viewed. In 
traditional schools, administrators are viewed as being in leadership positions, 
while teachers are viewed as implementers or followers. In professional learning 
communities, administrators are viewed as leaders of leaders. (p.22) 
 
Hord’s dimension of shared values and vision suggests that the PLC must share 

a vision. The shared vision then drives policies, procedures, and strategies which are 

goal driven for school improvement. The vision serves as inspiration for the learning 

community to strive toward. When school staff share a vision for school improvement 

there may be an unwavering focus on student learning. The principal is the main holder 

of the vision and should serve as a positive role model to all stakeholders. Shared 

values support how teachers behave and guides decisions about teaching and learning 

day to day (Huffman & Hipp, 2003).Without a vision it is difficult to reach goals. With so 

many demands made of administrators and teachers by parents, the school district, the 

state, and the federal government, it is difficult to sort through these demands and 

determine the focus. An effective vision will drive goals, and goals will drive the day to 

day activities that are necessary to improve an organization. When staff members 

discuss new initiatives it should be considered how the initiatives relate to the vision of 

the school and every decision made in the school should be driven by the vision. Each 

school is unique and unique visions should be developed by all staff members. Staff 

should contemplate what the school would look like if the vision were fully implemented.  
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Tichy (2002) suggested that principals create a teachable point of view to 

achieve clarity regarding vision and goals. When a principal reflects and articulates why 

a vision or goal is important personally a teachable point of view has been created. 

When a teachable point of view is created “leaders come to understand underlying 

assumptions about themselves, their organization, and business in general” (p. 97). 

DuFour and Eaker (1998) stated that shared vision is defined as the following: 

What separates a learning community from an ordinary school is its collective 
commitment to guiding principles that articulate what the people in the school 
believe and what they seek to create. Furthermore, these guiding principles are 
not just articulated by those in positions of leadership; even more important, they 
are embedded in the hearts and minds of people throughout the school. (p. 25)  
 
Hord’s dimension of collective learning and application is evidenced by staff at all 

levels of the school sharing information and working “collectively to plan, solve 

problems, and improve learning opportunities” (Huffman & Hipp, 2003, p. 6). Together 

administrators, faculty, and staff “seek knowledge, skills, and strategies and then apply 

this new learning to their work” (p. 6). Site based teams will additionally add community 

members and parents into the decision making process. Teachers within a PLC study 

together, share ideas about quality instruction to meet their individual students’ needs, 

and use data to drive these discussions (Huffman & Hipp, 2003). Lambert (2003) stated: 

As principals and teachers, we must attend not only to our students’ learning but 
also to our own and to that of the adults around us. When we do this, we are on 
the road to achieving collective responsibility for the school and becoming a 
community of learners. (p.3) 
 
Job-embedded learning takes place within a school when there is a need for 

information at that moment (Wood & Killian, 1998). Job-embedded learning involves 

“learning by doing, reflecting on the experience, and then generating and sharing new 

insights and learning with oneself and others” (Wood & McQuarrie, 1999, p. 10). 
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Teachers gain more from staff development that fits their needs or that they seek 

themselves. If teachers do not value the staff development some may tune out and not 

invest in the new learning.  

Hord’s dimension of shared personal practice is observable when peer teachers 

meet with and observe one another to offer encouragement (Huffman & Hipp, 2003). 

Teachers provide feedback about student instructional practices to assist each other in 

improving student achievement and increase individual and organizational capacity. 

This is not an evaluation but is viewed as a learning process so that teachers may 

improve teaching and learning in their classroom. Teachers who have a goal of high 

student achievement above all other goals may welcome this practice. Reeves (2000) 

shared information that shows that schools in which more than 90 percent of the 

students are ethnic minorities, are eligible for free and reduced lunch, and meet high 

academic standards focus clearly on student achievement, conduct frequent common 

assessments, provide multiple learning opportunities to improve achievement, and 

focus on writing skills. Reeves further states that these improvements happen when 

teachers are involved in practice improvement together within a learning culture. Often 

this type of collaboration will not occur without the encouragement of the principal.  

Sparks (2005) proposed that “significant change in organizations begins with 

significant change in what leaders think, say, and do” (p. 166). Dialogue is an important 

part of shared personal practices. Ellinor and Gerard (1998) maintained that genuine 

dialogue should include suspension of judgment, focus on a specific outcome, inquire 

into underlying assumptions, be authentic, allow for silence between speakers, and 

listening deeply to self and others for collective meaning. This type of trust between staff 
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members does not come easy. It takes time for teachers to believe that the time needed 

to create this trust is valuable to them. Within a school some teams work better together 

while some struggle with trust issues.  

Hord’s dimension of supportive conditions is described as the school’s conditions 

and capacities that support the staff’s progression toward becoming a PLC.  One 

supportive condition is the people component such as trust, respect, having a shared 

vision, and sharing decision making. This is known as having the relationship capacity 

to create a PLC. The other set of supportive conditions include a variety of physical or 

structural conditions such as size of the school, proximity of staff to one another, 

communication systems, and the time and space for staff to meet and examine current 

practices. It is the responsibility of the principal to maximize conditions to provide 

structures that positively make these supportive conditions happen.     

 Supportive conditions also involve the personal conditions that assist staff. This 

includes trust, respect and other supportive conditions. Mitchell and Sackney (2000) 

stated: 

Trust is a critical factor in bringing about profound improvement to a school. 
Without trust, people divert their energy into self-protection and away from 
learning. Where trust is lacking, people will not take the risks necessary to move 
the school forward. (p. 49) 
 

“In the present leadership structure of most schools, the principal is the person who is 

responsible for providing supportive conditions for the professional learning community” 

(pp. 13-14). While it seems clear the leadership of the principal helps determine the 

success of a PLC, does leadership style of a principal directly influence the level of 

supportive conditions present in the school? 
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School Leadership Concepts and Styles 

Principal leadership has been proclaimed as a key component in whether a PLC 

is successful (DuFour & Eaker, 1998). The quality of teaching, learning, and 

relationships in PLCs depend on the quality of leadership provided by principals and 

teachers (Sparks, 2005).  Principals of effective PLCs express themselves clearly and 

frequently regarding values and beliefs. They live the values and serve as role models 

for staff. Sparks further stated: “Profound professional learning produces teachers and 

administrators who say what they have not said, believe what they have not believed, 

understand what they have not understood, and do what they have not done” (DuFour, 

Eaker, & DuFour, 2005, p. 157). Principals of PLCs lead through shared vision and 

values rather than through rules and procedures. The faculty is engaged with the 

principal in the creation of vision and values. The principal as leader provides a force for 

change and improvement through facilitation rather than dictating and controlling 

change in their buildings (Conley, 1996; Speck, 1999). Consensus building rather than 

top down decision making is a valuable part of a PLC. When staff members help create 

rules, make decisions, and implement new programs a sense of collaboration is built 

and schools have a better chance of new initiatives being implemented and sustained. 

This may call for a new kind of leader. 

 Transformational leadership is a term which has been discussed for the past 

decade and is described as a leader having a more global view of the school 

community. A transformational leader is much more than a manager of the school. 

Leithwood and Jantzi have provided a specified model of transformational school 

leadership, one that has been the object of several dozen empirical studies (e.g., 
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Leithwood & Jantzi, 1990, 1999, 2000, 2006). Three broad categories of practices, 

including nine more specific sets of practice, or dimensions, are encompassed in this 

model. Included in the setting directions category are the dimensions of building school 

vision, developing specific goals and priorities, and holding high performance 

expectations. The developing people category encompasses the dimensions providing 

intellectual stimulation, offering individualized support, and modeling desirable 

professional practices and values. The redesigning the organization category includes 

the dimensions developing a collaborative school culture, creating structures to foster 

participation in school decisions, and creating productive community relationships. Each 

dimension is made up of multiple, more specific, practices which encourage contingent 

responses on the part of leaders depending on the contexts of their work. These 

practices may facilitate the creation of a PLC within a school.  

Reeves (2006) believed the task of a principal is to create an organization that is 

exemplary in every area. Reeves did not suggest one person has the responsibility to 

create such exemplary performance. Leadership teams should work together using their 

individual strengths to create excellence in schools. Surowiecki (2004) suggested that 

leadership decision making is more accurate and less risky when a diverse group takes 

such responsibility rather than a single individual, even when that individual possesses 

the necessary decision making skills. Sousa (2003) noted that seven attributes kept 

surfacing while studying leadership. The seven attributes are:  

 Great leaders are made, not born 
 They know their stuff 
 They have a clear vision of their mission 
 They respect and care for their followers 
 They have high expectations 
 They demonstrate absolute integrity 
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 They are excellent role models. (p. 8) 
 

John F. Kennedy is quoted as having said “leadership and learning are indispensable to 

each other” (Sousa, 2003, title page).  

 Blankstein (2004) suggested principals who have an unshakable belief in the 

success of their staff and students have far better student achievement results than 

those who do not hold such beliefs. Blankstein described a courageous leadership 

imperative stating that such leaders are unwilling to conceive of failure in the long term. 

Any setbacks along the way are turned into learning experiences that move the 

organization toward future success. Blankstein believed courageous leaders must begin 

with their core beliefs much as proponents of a PLC believe that a leader’s vision must 

be evident to staff members. A courageous leader creates organizational meaning 

which helps create the goals and drive of the organization. Maintaining constancy and 

clarity of purpose is also characteristic of a courageous leader. Courageous leaders 

must confront the data and their fears. Confronting the data means looking at the 

unpleasant aspects of the school, determining what is not working and then making 

changes which will improve the school. By doing so, constructive steps may be taken to 

change the data for the future. Courageous leaders build sustainable relationships and 

these relationships help make the work of the first few components of being a 

courageous leader become reality. These relationships may also support the work of a 

PLC.  

Marzano, Waters, and McNulty (2005) identified several responsibilities 

regarding school leadership that promote positive student achievement. Marzano et al. 

defined these responsibilities as specific behaviors related to principal leadership. They 
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state that it is not possible for one individual to possess all of these behaviors. A team of 

individuals could compose the leadership team to allow for each of these responsibilities 

to be met (Marzano, et al.). Marzano et al. defined this as a purposeful community 

which is “one with the collective efficacy and capability to develop and use assets to 

accomplish goals that matter to all community members through agreed-upon 

processes” (p. 99). Four important concepts are included in this definition. 

The first concept is that a purposeful learning community’s leadership team 

possesses collective efficacy (Marzano, et al., 2005). Collective efficacy is evidenced 

when team members share a perception that they can dramatically improve the 

effectiveness of an organization. The collective efficacy of the teachers in a school is a 

better predictor of student success in schools than is the socioeconomic status of 

students (Goddard, Hoy, & Hoy, 2004). 

Another purposeful community concept is the development and use of all 

available assets (Marzano, et al., 2005). Assets may be financial or personnel 

resources in a school. Assets may also be talent related.  Other assets may be related 

to the vision, mission, goals, and day-to-day activities of the staff. Anything that is 

important to a school may be considered an asset. Shared ideals and beliefs about the 

core mission of the school are assets. The leader may articulate personal beliefs and 

ideals regarding the nature and purpose of education and ask teachers to do the same. 

When staff members are lead by their ideals and beliefs they will generally work harder 

and intrinsic satisfaction will be experienced when goals are reached. 

Purposeful communities accomplish goals that matter to community members 

(Marzano, et al., 2005). The vision, mission, goals, and day to day activities are well 
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articulated, and staff members work to achieve them. Staff members decide whether 

they want to be part of the purposeful community. Staff members who are a part of the 

purposeful community communicate this to each other, and it is generally felt that this is 

the way we do business around here. Purposeful communities are different from 

accidental communities as is evidenced by the formers strong, well articulated reasons 

for existing. In a purposeful community staff members believe that their day-to-day 

efforts lead to a common purpose. Each year many leadership teams in Texas create 

campus improvement plans organized into goals and activities for the year. These plans 

are created by teachers, parents, and community members. Once the campus 

improvement plan is created and submitted, the principal must make certain that the 

common goals are meaningful and kept alive and important for every staff member. This 

is best accomplished through actions rather than words. 

The fourth concept of Marzano’s purposeful community is agreed-upon 

processes (Marzano, et al., 2005). These are processes such as norms of behavior in 

which each staff member helps develop the manner in which they will treat each other in 

times of conflict. This is not seen as creating a lot of individuals who will agree to 

anything just to keep the peace but rather team members will hold genuine 

conversations about school improvement and not be afraid to discuss difficult problems. 

Being able to discuss problems and new ideas may be helpful in school improvement.   

Marzano et al. (2005) stated that the four concepts of a purposeful community 

provide the basis for the actions a school leader must take in order to create a 

purposeful community. There are 21 responsibilities that a school leader or leadership 

team must take to create a successful school as defined by the four concepts of a 
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purposeful community (Marzano, et al, 2005). Appendix D details each of Marzano’s 21 

responsibilities. Of these 21 responsibilities, Marzano et al. believed that nine of these 

responsibilities are the sole responsibility of the principal. The responsibilities which the 

principal should practice are optimizer, affirmation, ideals/beliefs, visibility, situational 

awareness, relationships, communication, culture, and input. Definitions and 

explanations of these nine responsibilities follow.  

The principal must exhibit the ability of optimizer and affirmation to create 

collective efficacy in a purposeful community. When a principal inspires and leads new 

and challenging innovations the skill of optimizer is being used. Optimism may also be 

used interchangeably with optimizer, and an optimizer may be a driving force behind 

major initiatives. A principal can set the emotional tone in a school for better or worse 

and may inspire teachers to accomplish things that might be beyond their grasp. An 

optimizing principal may show a positive attitude about the ability of staff to accomplish 

substantial things. Affirmation is exhibited when the principal recognizes and celebrates 

accomplishments as well as acknowledges failures. The heart of affirmation is seen 

when principals provide a balanced and honest account of a school’s successes and 

failures. Student’s and teacher’s accomplishments should be systematically and fairly 

recognized and celebrated. Failures of the school as a whole should be systematically 

and fairly recognized. The principal must continually express the belief that staff operate 

as a cohesive group to bring about substantive change. Teachers generally believe that 

they can make a difference in their classroom, but not make a difference for the entire 

school (DuFour & Eaker, 1998). Marzano et al. (2005) believed that it is the job of the 

principal to create a belief in the power of collective efficacy. This belief in collective 
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efficacy must be backed up by evidence that it works. By exhibiting the responsibility of 

affirmation the principal lets the staff know that it does matter by recognizing and 

celebrating the legitimate successes of individuals and groups within the school. This 

recognition helps staff realize that their efforts are creating results in student 

achievement. Staff members are then encouraged to continue to work toward 

improvement. 

Marzano et al. (2005) stated that the principal must carry out the responsibility of 

ideals and beliefs. The principal’s ideals and beliefs about the nature and purpose of 

teaching and learning must be articulated and teachers should be accustomed to 

sharing their ideas. When school staff are driven by these high ideals and beliefs more 

energy will be expended and a greater sense of satisfaction will be experienced. A 

principal who exhibits the responsibility of ideals and beliefs may have well-defined 

beliefs about schools, teaching, and learning. A principal would share these beliefs 

about school, teaching, and learning with staff and behaviors consistent with these 

ideas and beliefs would be demonstrated by the principal. This is more casually stated 

as talk the talk and walk the walk. Marzano (et al.) stated that the following five 

responsibilities of visibility, situational awareness, relationships, communication, and 

culture will help keep these ideals and beliefs highlighted for staff.  

The next responsibility that the principal should exhibit is to be visible to staff and 

students through frequent contact (Marzano, et al., 2005). The principal would be seen 

observing classes, visiting with staff, students, and parents, as well as being involved in 

extra-curricular events. Having a strong presence creates the sense that the principal is 

working just as hard as the teachers to create a purposeful learning community. 
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Frequent observations and being involved will also keep the principal informed and 

abreast of any improvements which may be needed.  

Situational awareness is another responsibility that Marzano et al. (2005) felt a 

principal must exhibit. When a principal is aware of the details and undercurrents of 

running a school situational awareness is being used. Both the positive and negative 

dynamics of the school must be focused upon. This situational awareness pertains to 

staff relationships as well and a principal should not wait until a situation explodes 

before intervening. An aware principal asks staff members who are involved in the 

explosive situation to meet together with the principal to try to resolve any problems 

before the situation goes too far. A principal using situational awareness may be able to 

accurately predict what could go wrong from day-to-day. Being aware of informal groups 

and relationships among staff is a characteristic of situational awareness. A principal 

exhibiting situational awareness would be aware of issues in the school that have not 

surfaced but could create discord.  

Marzano’s et al. (2005) responsibility of relationships is the foundation of the 

principal’s efforts to create a purposeful community. A principal should be aware of both 

professional and personal lives of staff members and comment appropriately on both. 

Work should be done to improve relationships among staff members. These 

relationships should include trust and the ability to discuss difficult situations and 

problems to effect positive change for a learning community. A principal exhibiting the 

responsibility of relationships would be informed about significant personal issues within 

the lives of staff members. This principal would be aware of personal needs of teachers 

and maintain appropriate personal relationships with teachers.  
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Communication is another of Marzano’s et al. (2005) responsibilities which is a 

must for principals wanting to create purposeful learning communities. An effective 

principal establishes strong lines of communication with and between teachers and 

students. “Good communication is a critical feature of any endeavor in which people 

work in close proximity for a common purpose” (Marzano, et al., 2005, p. 46). When 

teachers perceive a principal to be accessible; communication is in place. Open and 

effective lines of communication are maintained with staff members. An effective means 

of communication between teachers is developed.  

The responsibility of culture is characterized by the creation of a cooperative 

environment among staff within the context of a shared sense of purpose (Marzano, et 

al., 2005). At periodic subject area or grade level meetings the relationship between the 

school’s operations and its ideals and beliefs should be discussed. This would 

encourage schools not to stray too far from the common vision, mission, and goals. “An 

effective principal builds a culture that positively influences teachers, who, in turn 

positively influence students” (Marzano, et al.). Scribner, Cockrell, Cockrell, and 

Valentine (1999) suggested that principals can do little to directly affect student 

achievement. By creating a positive school culture, a principal may indirectly affect 

student achievement. Cohesiveness of staff would be a sign of a positive culture. A 

positive culture may be seen as a sense of well-being among staff. A principal would 

work on creating an understanding of purpose among staff to create a positive culture. 

The school’s culture could be improved by shared vision of what the school could 

become.  
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Marzano’s et al. (2005) ninth responsibility which must be practiced by the 

principal in order to create purposeful communities is input. Input allows for all staff 

members to have a voice in the day-to-day running of the school. Attention must be 

given by the principal to make sure that each staff member is able to give their input. 

This may be in one-on-one discussion with the principal or in subject area or grade level 

meetings. A person’s shyness or reserve should not prohibit this from occurring. It is the 

principal’s responsibility to make the opportunity available for each staff member to 

have input. Each staff member should have an opportunity to be involved in developing 

school policies. Staff should be given opportunities to provide input on important 

decisions. Leadership teams may help make decisions, but these teams should consult 

with the staff they represent before making major decisions.  

In reviewing Marzano’s four concepts and nine responsibilities it becomes 

evident the meaning of purposeful community could be interchanged with foundational 

beliefs of the PLC framework. These concepts and responsibilities might provide 

specific ideas and practices to help create and implement a PLC within a school.  

 Principals bring not only concepts and practices but also their own personality 

and leadership style into the decisions they make as school leader. “Four styles of 

principal leadership significantly affect the existing or potential leadership capacity of a 

school” (Lambert, 2003, p. 46). The first style is the directive or autocratic principal 

which is characterized by top-down decision making process. This principal is in charge 

and the directive behavior may get tasks done quickly but may undermine growth and 

development of staff members. Teacher leadership is diminished as is leadership 

capacity among staff members. Innovation, risk taking, and important conversations 
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about teaching and learning are not usually found in schools run by directive principals. 

Lambert stated “when a directive principal is appointed to a school with a high 

leadership capacity, teachers will leave, close their doors and turn inward, become 

cynical, display dependency behaviors, or seek to have the principal dismissed” (2003, 

p. 44).  

 The second leadership style is the laissez-faire principal and is usually found in a 

large school (Lambert, 2003). This principal although competent in many ways may act 

in fragmented ways and doesn’t provide program coherence. The school lacks a shared 

purpose or vision which leads to practices and programs that are disconnected. 

Teacher creativity may be present but there are no common goals. Low achieving 

children are often ignored and continue to fail. This type of principal rarely asks staff 

members for their input on goals and fails to see how their own decisions connect with 

other practices and policies in the school. 

 The third style of leadership is the collaborative principal (Lambert, 2003). The 

collaborative principal involves team leaders to help make decisions about teaching and 

learning then these teacher leaders present that information to their teams. “Roles and 

responsibilities are unclear for those who are not among the designated leaders” 

(Lambert, 1998, p. 15). Progress may be made toward educational reform under this 

style of leadership. “There are pockets of strong innovation and excellent classrooms, 

but focus on student learning is not a school wide norm” (Lambert, 2003, p. 15). Student 

achievement may be showing slow gains.  

 A capacity building principal exhibits the fourth leadership style (Lambert, 2003). 

The capacity building principal is capable of collaboration and inclusive leading. “More 
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than half the staff have gained the leadership skills necessary to affect the norms, roles, 

and responsibilities of the school” (Lambert, 1998, p. 16). Student and adult learning is 

the school wide focus. Practice and decisions are driven by school wide inquiry. Shared 

decision making is evident. All staff members are informed by an information loop which 

follows a spiraling process and “provides for reflective interpretation and construction of 

shared meaning” (Lambert, 1998, p. 15). Staff members take personal and collective 

responsibility for the work of leadership while roles and responsibilities overlap. Student 

achievement is high for all demographic groups.  

 In a recent dissertation, Jackson (2008) studied the relationship between a 

principal’s emotional intelligence and the development of PLCs within two schools. This 

research indicates that principals with personality dimensions of influence and 

steadiness, while possessing low dominance characteristics may positively impact the 

development of a PLC within their school. Jackson suggested, “principals with low 

dominant personality have an increased ability to provide a more supportive 

environment for teachers by being more aware and open to their ideas” (82).  

Leadership style may impact a school’s progression toward becoming a PLC. The style 

of a principal may also create more leadership capacity among staff members.  

 

Leadership Capacity 

 Leadership capacity is defined as, “broad based skillful participation in the work 

of leadership” (Lambert, 2003, p. 4). Lambert states there are several assumptions 

which are important in the discussion of leadership capacity. They are: 

Everyone has the right, responsibility, and capability to be a leader. The adult 
learning environment in the school and district is the most critical factor in 
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evoking acts of leadership. Within the adult learning environment, opportunities 
for skillful participation top the list of priorities. How we define leadership frames 
how people will participate in it. Educators yearn to be purposeful, professional 
human beings, and leadership is an essential aspect of a professional life. 
Educators are purposeful, and leadership realizes purpose. (p. 4) 
 

According to Lambert (2003): 

Leadership has been defined as reciprocal, purposeful learning in community. 
Learning and leading are firmly linked: a school with high leadership capacity 
develops students who both learn and lead. Schools in which staff members 
discuss student learning outcomes during continuing professional dialogues tend 
to reflect upon and improve practice as a result. (p. 54) 
 

 There are several critical aspects of school improvement that lead to leadership 

capacity (Lambert, 2003). The first critical aspect is that “principals, teachers, parents, 

and students are the key players in the work of schooling” (Lambert, 2003, p. 6).  These 

key players form a concentration of leadership that is a powerful force in a school. 

Lambert (2003) further states: 

If led by a skillful principal teachers will often band together to form a team of 
professionals that invites parents and students into the work of leadership. When 
individuals work together in reflective teams, they make the most out of their 
combination of talents. For instance, faculty meetings are occasions for 
educators to learn collaboratively, action research teams elicit inquisitiveness 
and a regard for evidence, and study groups test the assumptions of their 
members by introducing them to new ideas. (p. 6)  
 

By definition a PLC strives to involve all stakeholders in important decisions about 

school life.  

  Lambert’s second critical aspect of leadership capacity is to create a shared 

vision resulting in program coherence. Rather than a vision which the principal needs to 

sell to staff a “shared vision based upon the core values of participants and their hopes 

for the school ensures commitment to its realization” (Lambert, 2003, p. 6). Commitment 

to a shared vision requires coherence to programs and learning practices. In a school 
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without coherence to a shared vision one would find an effective teacher teaching in a 

classroom next to an ineffective teacher’s classroom. In a school with dedication to a 

shared vision, teachers would work together to improve instruction. Lambert (2003) 

suggested: 

When we learn together as a community toward a shared purpose, we are 
creating an environment in which we feel congruence and worth. Inherent to this 
view is the belief that all humans are capable of leadership, which complements 
our conviction that all children can learn. (p. 4) 
 

In a school with a goal of becoming a PLC developing a shared vision is a common 

activity.  

 Inquiry-based use of information to inform decisions and practice is Lambert’s 

(2003) third critical aspect of leadership capacity. In a school with high leadership 

capacity a “generative approach to discovering information and making collaborative, 

inquiry-based decisions” (p. 6) is in effect. Staff members understand that they are the 

primary leaders of the improvement process. “Information gleaned through inquiry 

informs both decisions and practice” (p. 6). Inquiry based decisions could be 

accomplished by sharing personal practices which is a goal of a PLC.  

 Lambert’s fourth critical aspect of leadership capacity involves broad 

involvement, collaboration, and collective responsibility reflected in roles and actions. In 

such a school staff members participate more fully, teachers find more effective ways to 

teach, and parents and students see themselves as partners in education. As 

collaboration increases so does responsibility for school wide improvements rather than 

just single classroom issues. In PLCs collective learning is the preferred term as 

opposed to collaboration.  
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 Lambert’s fifth critical aspect is reflective practice that leads consistently to 

innovation. Reflective practice is thinking about your own practice and enabling others 

to think about theirs (Lambert, 2003). Reflective practice can be a source of critical 

information or data. Practice means how teachers teach such as method, techniques, 

strategies, and procedures. Reflection can lead to new and better approaches to 

teaching. Reflection can take place in journals, peer coaching, debriefing, and studying 

articles or books with peers. Reflection is also sometimes expressed as metacognition. 

Reflection as it is described here can be compared to the PLC characteristic of shared 

personal practice.  

 Lambert’s (2003) final critical aspect of leadership capacity is high or steadily 

improving student achievement.  

Student achievement in the context of leadership capacity is much broader than 
test scores. Measures of student achievement include multiple measures of 
development and performance, which in addition to test scores includes 
portfolios, exhibits, self-knowledge, and social maturity. This broad or 
comprehensive understanding of student achievement includes personal and 
civic development such as is involved in the work of resiliency. Development 
factors of resiliency include: social bonding, opportunities to participate and 
contribute to others, problem-solving and goal setting skills, and a sense of being 
in charge of one’s future student learning factors, academic performance, 
resiliency, and equitable outcomes for all students is at the heart of leadership 
capacity. (p. 7) 
 

The achievement gap between students of different genders, ethnicities, and 

socioeconomic statuses is another academic concern. “Each of these student-learning 

factors-academic performance, resiliency, and equitable outcomes for all students – is 

at the heart of leadership capacity; indeed, it is the compelling content of leadership” (p. 

7). 
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 Lambert (2003) described four types of leadership capacity which exist in schools 

cautioning that no school will fit exclusively into one quadrant. Lambert states that; “a 

school has a tendency to function more in one way than another, signaled by a set of 

features that cluster together” (p. 8). Appendix E shows the four quadrants in more 

detail. Quadrant four schools may have more evidence of leadership capacity qualities 

while quadrant one schools contain the least amount of these qualities.  

 Lambert’s quadrant one schools demonstrate a top-down approach to 

disseminating information. The principal gives or denies permission for most teacher 

actions in the manner of an autocratic leader. There are few expectations for 

improvement. The principal is busy with administrative work. Student achievement may 

be low and teachers are resistant to accept responsibility for students who came to 

them poorly prepared; making excuses instead. 

 Principals in Lambert’s quadrant two schools function as laissez faire mangers 

which means there are lots of things going on, but there is no cohesiveness or link to a 

common vision. New programs lack purpose. Staff members work independently with 

some classrooms performing excellently while others perform poorly. Overall 

achievement may be unpredictable.  

 Lambert’s quadrant three schools are characterized by the principal and key 

teachers serving as a purposeful leadership team. Information flows from the principal 

to the staff members via the leadership team. There is limited use of school wide data. 

There may be strong innovation, reflection skills, and teaching excellence however 

there is weak program coherence. Student achievement may show slight improvement. 
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 Principals, teachers, parents, and students function as skilled leaders in 

Lambert’s quadrant four schools. There is a shared vision resulting in program 

coherence. Staff members participate in the inquiry-based use of data to inform 

decisions and practice. Broad involvement, collaboration, and collective responsibility 

are reflected in roles and actions. Reflective practice leads consistently to innovation. 

Student achievement is high or improving.  

 “Capacity building principals align their actions to the belief that everyone has the 

right, responsibility, and capability to work as a leader” (Lambert, 2003, p. 43). Lambert 

further stated that “principals should be clear about their own core values and confident 

in their own capacity to work well with others by influencing, facilitating, guiding, and 

mentoring. They need to resist using authority to tell and command” (p. 44). With the 

similarities seen between a PLC and schools with leadership capacity might the 

development of one create the other?  

 Underlying leadership capacity is the human learning theory of constructivism. 

“Constructivism is based on an understanding of student voice and the need to ignite 

the brain and focus learning” (Lambert, 2003, p. 57). Student voice may also be 

characterized as adult learners’ voice when adults are engaged in PLCS. In traditional 

schools the principal or someone from the district office determines appropriate 

professional development topics for staff members. In a PLC staff members are driven 

to create their own learning goals and will work together to realize their goals. Teachers 

will share ideas, study best practices and good books together to reach their goals. This 

creates a constructivist type of culture in which learners (staff members) choose their 
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learning goals based on valid school data and then work together to learn about their 

topics. The principles of constructivism are: 

Knowledge and beliefs are formed within the learner. Rather than considering 
learners as empty vessels, constructivist learning theory assumes that learners 
bring experience and understandings to the classroom. Consequently they do not 
encounter new information out of context, but rather apply what they know to 
assimilating this information, or else accommodate what they know to match new 
insights. Either way, the process of knowledge acquisition is interactive. Learning 
is a social activity that is enhanced by shared inquiry. Students learn with greater 
depth and understanding when they share ideas with others, engage in the 
dynamic and synergistic process of thinking together, consider other points of 
view, and broaden their own perspectives. Constructivism advances the idea that 
learning is a social endeavor requiring engagement with others in order to gain a 
growing understanding of the world and one’s relationship to it. (Lambert, 2003, p. 
59) 

 
When constructivist principles are present in schools learning may be optimized for both 

students and adults therefore leadership capacity may be realized.  

 

Effect of Leadership and Leadership Capacity on  

Professional Learning Communities 

 A principal can support developing leadership capacity in a school. Blankstein 

(2004) believes that leaders come and go in a school; however when you build teacher 

leadership such as in a PLC the progression toward positive change will continue 

despite losing a certain leader. Lambert (2003) stated: 

Most educators are concerned with their legacies: they don’t want to look over 
their shoulders at a school they left three years ago to find that the improvements 
they’d helped introduce have been reversed or neglected. Luckily, it is possible to 
develop the leadership capacity of schools and districts so that improvements 
remain, adults keep learning, and student performance continues to advance. (p. 
x) 
 

Donahoe (1993) stated: “Schools are trapped by a leadership dilemma; they require 

skilled, effective principals in order to outgrow their utter dependence on those 
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principals” (p. 300). Huffman and Hipp (2003) maintained that “the existence of a 

collegial relationship among principals and teachers is a powerful aspect of creating a 

professional learning community” (p. 77). Shared decision making is the norm in a PLC. 

Shared decision making can only occur if the principal is willing to engage in the shared 

decision making process. If it is safe to help make the decisions and if staff is celebrated 

for their risk taking, then shared decision making will be promoted.  

 Many federally funded regional laboratories committed to educational change 

such as the Southwest Educational Development Laboratory (SEDL), the Mid-Atlantic 

Regional Educational Laboratory, and the Laboratory for Success (LSS), have invested 

staff and resources in studying and supporting schools in comprehensive school reform 

efforts to improve them (Leithwood, 2007) . 

 Comprehensive school reform (CSR), a process for educational reform designed 

by the U.S. Department of Education in 1998, uses research findings and best practices 

in an effort to overhaul schools’ failing academic systems. The research indicated that 

policy makers and practitioners have yet to agree on a common strategy to influence 

the transformation of low-performing schools into high PLCs (Leithwood & Jantzi, 2006). 

Educational authors agree, however, that schools cannot rely on one model of 

education or correct way to redesign schools. Slavin (2001) reported that as many as 

4000 schools are implementing comprehensive school reform models at a rate of 1000 

new schools per year. The challenge is for the stakeholders of each community to 

select the educational reform model that best suits the needs of a particular school or 

district and implement it (Conley, 1996; IEL, 2000). A special focus of the CSR research 



 

53 

was on the instructional leadership development and the organizational/professional 

support needed to sustain the efforts of the school staff in implementing PLCs. 

 

Leadership Succession’s Impact on Sustainability of Professional Learning Communities 

 When a new principal is appointed in a school that has a thriving PLC the actions 

and leadership style of the new principal can determine the future success of the PLC. 

Expectations of what one leader can achieve in a few years are unrealistic and 

leadership succession is a critical factor for sustainable improvement (Fullan, 2003). 

Fink and Brayman (2006) stated: 

Principals’ transitions have often given rise to problems, challenges, and upset 
for teachers and principals alike. However, our study indicates that accelerating 
turnover of principals, resulting from the aging of baby boom generation, 
principals’ mobility, and the pressures of the standardization agenda have 
created additional difficulties that threaten the sustainability of school 
improvement efforts and undermine the capacity of incoming and outgoing 
principals to lead their schools. (p. 83) 
 
In their study, Fink and Brayman (2006) determined there are four major factors 

which make principal succession increasingly problematic. The first major factor is that 

the turnover of principals has accelerated at an increasing rate. Rapid leadership 

transitions limit leaders’ ability to create and leave a lasting legacy. “This revolving door 

principalship only breeds staff cynicism, which subverts long-term sustainable 

improvement” (Fink & Brayman, 2006, p. 84).  

 The next problematic factor which Fink and Brayman discussed is when districts 

promote successful principals to central administration positions and replace them with 

inexperienced and unprepared principals without an appropriate entry process. Add to 

this the rapid reform era of accountability and student achievement may suffer.  
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 A third problematic factor is the lack of thoughtful succession plans (Fink & 

Brayman, 2006). These plans may help sustain school improvement. “Succession plans 

should attend to the composition and development of the entire leadership team in a 

school to ensure that successful succession will be a shared, distributed responsibility” 

(p. 85). They further discourage the practice of moving principals around from school to 

school in the name of improvement.  

 The last problematic factor is the observation that many recent principals have 

career agendas which include rapid promotion and do not leave time to create 

successful legacies in any one school. According to Fink and Brayman (2006) “they are 

less visible around the school, seem more attentive to the system’s agenda and their 

own careers rather than the needs of the students and teachers, and are more of a 

passing presence in the school than a lasting influence on its development” (p, 86).  

 Hart (1993) suggested a principal’s succession affects all who work in and with a 

school. The succession creates a time of apprehension and fear of the unknown as well 

as high expectations by all stakeholders. When a new principal is appointed staff at the 

campus as well as central office staff will care most about the impact of the succession 

on themselves and the school. Hart (1993) believed that leadership is managed cultural 

change.  

Do not assume that culture can be manipulated like other matters under the 
control of managers. Culture controls the manager more than the manager 
controls culture, through the automatic filters that bias the manager’s 
perceptions, thoughts, and feelings. (p. 93) 
 
Districts wishing to promote the development of PLCs might study how to create 

a careful succession plan in order to create a smooth transition from one principal to the 

next. These succession plans would take into consideration the current reality of the 
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school, and superintendents could choose a leader based upon whether change is 

needed at the school. If a principal had begun to create effective change a successor 

could be hired to continue the positive change.  

 

Prior Research Studies 

 Prior research has been conducted on similar topics. Richardson, (2003) 

conducted a dissertation regarding the relationship between principal leadership style 

and the maturity of schools as PLCs. The Change Facilitator Style Questionnaire 

(CFSQ) and the School Professional Staff as Learning Community (SPSLC) 

questionnaire were administered. The CFSQ measures leadership style and SPSLC 

measures the maturity of PLCs. Twelve principals and 276 professional staff returned 

the questionnaires. Leadership styles were categorized into initiator, manager, and 

responder. Little relationship was found between the two questionnaires, however a 

relationship among teachers’ and principals’ perspectives of the principals’ leadership 

style was indicated. Richardson’s study suggests that principals having a manager 

leadership style had considerable influence over the maturity of schools as PLCs.  

 Another dissertation by Weathers (2006), indicated that a principal’s direct efforts 

to build community among teachers and giving teachers more influence is positively 

associated with promoting a sense of community among teachers. Weathers used data 

from the National Center for Educational Statistics and Staffing Survey conducted in 

1999 and 2000. A public school subset of kindergarten through fifth grade schools was 

used from the data. 
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 Coleman (2005) noted in a dissertation study that both leadership and 

management skills are needed in the development of a PLC. Coleman studied 81 

schools using Leithwood’s definition of leadership as transformational and management 

as transactional (Leithwood, 1992). Coleman’s study further suggestd that the principal 

alone need not be responsible for both the leadership and management skills necessary 

to create a PLC.  

 Collins (2007) conducted a qualitative dissertation research study in which a 

single case study of an elementary school was undertaken. In this study teachers 

perceived the principal as sharing power in decision making as well as maintaining a 

hierarchical approach when making some decisions. A high level of trust and openness 

existed between staff and principal when a common goal of creating a PLC existed.  

 

Conclusion 

 The importance of a principal’s leadership actions is believed by many to be 

related to the success of a school. Marzano stated: 

In many ways the school principal is the most important and influential individual 
in any school… It is the principal’s leadership that sets the tone of the school, the 
climate for teaching, the level of professionalism, the morale of teachers, and the 
degree of concern for what students may or may not become…If a school is a 
vibrant, innovative, child-centered place, if it has a reputation for excellence in 
teaching, if students are performing to the best of their ability, one can almost 
always point to the principal’s leadership as the key to success. (Marzano 
workshop handout, 2005)  

  

 Current researchers and advocates of the PLC concept agree that the principal 

has great impact on the progression toward creation of a PLC in a school (Blankstein, 

2004, DuFour & Eaker, 1998, Fullan, 2001, and Huffman & Hipp, 2003). Yet more 
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intensive research is needed to study the type of leadership required to generate 

progression toward a PLC. This research might include a wider scope of Jackson’s 

(2008) study on the relationship between emotional intelligence and PLCs by increasing 

the number of schools studies and perhaps conducting it in a quantitative manner. If a 

relationship between leadership style, leadership capacity and PLCs is indicated during 

this researcher’s study a more definitive way to train and hire principals may be 

preferred. If school boards and superintendents desire that their schools operate as 

PLCs this might help determine a way to interview to encourage this occur.  

 Chapter 3 explains the research design and quantitative methods used to 

investigate the relationship between principal leadership style, leadership capacity, and 

PLC in this research study.  
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CHAPTER 3 

METHODOLOGY 

 This study explored the relationship between principals’ leadership style, 

leadership capacity, and schools as professional learning communities. Chapters 1 and 

2 presented an overview of the study and a review of the related literature. Chapter 3 

presents the general research design, describes how quantitative data collection 

techniques were used, and explains how schools and individual respondents were 

selected for participation in the study. Further, each data collection instrument is 

described. This chapter provides a summary of how information was collected for the 

study and how these data were analyzed.  

Many school leaders are attempting to create Professional Learning 

Communities (PLC) among their staff members. Leadership style impacts the 

progression toward the creation of PLCs. PLCs as defined by Hord (1997b) include 

shared and supportive leadership, shared values and vision, collective teaching and 

learning, shared personal practice, and supportive conditions. Different leadership 

styles are needed depending upon the process and outcome desired. One leader may 

possess many different types of leadership styles and as described in Contingency 

Theory different problems or activities thrive under different styles of leadership 

(Hanson, 2003). Certain decisions are non-negotiable and must be mandated. When it 

is important that staff members buy into the decisions collective decision making should 

be used. Other times there may be a school which is not functioning well or producing 

students with high academic achievement which might call for another type of leader. 
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This study strives to determine if there is a specific leadership style under which 

progression towards the creation of PLCs occurs.  

 

Research Questions 

 The restatement of research questions begins this section.  

1. Using questions from the Leadership Capacity School Survey (LCSS) 
measurement tool what is the level of leadership capacity as indicated by school 
faculty? 

 
2. As indicated by the leadership capacity collected via the LCSS what is the 

leadership style of the principal of the selected schools? 
 

3. Using questions from the Professional Learning Community Assessment (PLCA) 
what is the level of a school’s professional staff as a learning community as 
indicated by school faculty? 

 
4. Is there a relationship between leadership capacity and the current level of a 

school’s professional staff as a learning community as indicated by the faculties?  
 

5. Is there a relationship between principal leadership style and the current level of 
a school’s professional staff as a learning community as indicated by the 
faculties?  

 
Leadership style is a quality that may determine how effective a school becomes. 

In this study the question asks whether the leadership the principal provides makes a 

difference in the creation of a PLC within a school. Leadership capacity is leadership 

spread among the faculty to provide for greater academic results. Leadership style was 

also studied as it is defined by the level of leadership capacity as measured by 

questions chosen from the Leadership Capacity School Survey (LCSS) (Lambert, 

1998). In the present leadership structure of most schools, the principal is the person 

most responsible for creating a culture in which a PLC can thrive (Huffman & Hipp, 

2003).  



 

60 

Research Method and Design 

Quantitative methods were utilized to determine if leadership style and leadership 

capacity have a relationship with the level of PLCs in schools. Questions from two 

questionnaires were used in the study. One questionnaire the Leadership Capacity 

School Survey (LCSS) (Lambert, 1998) was designed to assess the leadership capacity 

of a school as well as determine the leadership style of the principal. Questions from the 

Professional Learning Community Assessment (PLCA) (Olivier, Huffman & Hipp, 2003) 

were used to determine the development of the PLC in selected schools from across 

the United States of America in which staff members are implementing PLCs.  

The independent variable is leadership style which can be determined by 

learning the leadership capacity in the school. The dependent variable is the progress 

made towards becoming a PLC. The product-moment correlation coefficient or Pearson 

r was calculated between the answers from the questions from both surveys. The 

Pearson r is appropriate for determining the magnitude of relationships between staff 

member’s answers on the questions from the two surveys because it has a small 

standard error (Gall, Gall, & Borg, 2003).   

 

Participants 

 This study utilized purposive sampling to draw the sample. Purposive sampling is 

a strategy in which “the process of selecting a sample …is believed to be representative 

of a given population” (Gay, Mills, & Airasian, 2006, p. 113).  Purposive sampling was 

chosen in order to make certain that the participating subjects have set a goal of 

creating PLCs within their school. The sample was drawn from teachers in schools from 
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the United States who have been working on creating PLCs.  A total of 167 schools 

were contacted and were either from a database called All Things PLC or from schools 

within Texas that were suggested by Olivier and Huffman. Subjects from the 

participating schools in the research study set a goal of creating a PLC under the same 

principal for at least three years. Three years was the time period chosen because that 

is the shortest amount of time believed to allow a principal to have influence over the 

organization of the school. During the first few years a principal takes over a school a 

condition such called the halo effect may be in place. The halo effect is characterized as 

positive attributes being attributed to an individual or product even when there is no 

basis for the attributes (Rosenzweig, 2007). Table 3.1 shows a description of 

participants interpreted as frequency and percentage.  

Table 3.1 

Description of Participants: Frequency and Percentage 

Source Frequency % 
1 11 3.4 
2 9 2.8 
3 8 2.5 
4 8 2.5 
5 8 1.9 
6 20 6.2 
7 27 8.4 

Elementary Schools 

8 28 8.8 
1 15 4.7 
2 15 4.7 Middle Schools 
3 15 4.7 
1 19 5.9 
2 16 5.0 
3 7 2.2 
4 21 6.6 
5 45 14.1 
6 28 8.8 

High Schools 

7 22 6.9 
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Table 3.2 shows the frequency and percentages divided by states. 

Table 3.2 

States in which Participants Reside: Frequency and Percentage 

State Frequency % 

Georgia 45 14.1 

Kansas 34 10.5 

Michigan 22 6.9 

Missouri 17 5.3 

Nebraska 28 8.8 

Ohio 16 5.0 

Oklahoma 22 6.9 

Texas 101 31.6 

Virginia 27 8.4 

Washington 8 2.5 

 

Instrumentation 

In order to determine the progress a school has made towards becoming a PLC 

questions from the Professional Learning Community Assessment (PLCA) instrument 

(Olivier, Huffman & Hipp, 2003) were used. The PLCA is a 45 item survey that 

measures five dimensions of PLCs. The five dimensions are shared and supportive 

leadership, shared values and vision, collective learning and application, shared 

personal practice, and supportive conditions (relationships and structures). The PLCA 

uses a 4-point Likert scale ranging from 1 = strongly disagree to 4 = strongly agree.  

The PLCA has undergone construct validity and been utilized in field tests 

(Huffman & Hipp, 2003). Olivier conducted an initial phase of study which was designed 

to provide evidence of construct validity for the PLCA (2003).  A panel of 76 expert 
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educators was chosen to provide data as to the importance of the 44 statements about 

practices occurring at the school level. This expert study was conducted in order to 

determine the importance and relevance of each instrument item. These educators 

were from various levels of professional practice including classroom teachers, 

principals, assistant principals, district and regional administrators, university faculty 

members, and educational researchers. Each was asked to rate (high, medium, low) the 

importance of each practice as an item to be included in an assessment about 

perceptions of a school as a PLC.  Ninety-eight percent of the items were rated as high 

in importance with only one item receiving a rating of medium in terms of relevance, 

thus all 45 items were retained for the initial field test. The field test resulted in 247 

completed and usable surveys. Descriptive statistics included minimum and maximum 

values, item means, and standard deviations. The item means ranged from 2.39 to 

3.35. 

Cronbach alpha internal consistency reliability coefficients were computed for the 

factored subscales of the PLCA (Olivier, Huffman, & Hipp, 2003). For the five factored 

subscales, the alpha coefficients ranged from a low of .83 (Collective Learning and 

Application and Supportive Conditions) to a high of .93 (Shared Values and Vision). The 

instrument yielded satisfactory internal consistency reliability for the factored subscales 

in the field test (Huffman & Hipp). Huffman and Hipp suggested the PLCA is an 

appropriate measurement tool to assess perceptions based on Hord’s five dimensions 

of a PLC. They further suggested that use of the PLCA may support and enhance the 

development of PLCs and contribute to continuous learning and school improvement.  
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To determine leadership style and leadership capacity which exist in a school 

questions from the Leadership Capacity School Survey (LCSS) (Lambert, 1998) were 

used. The LCSS is a 30 item questionnaire which measures the leadership capacities 

which exist in a school. The leadership capacities are correlated with four leadership 

styles. The four leadership styles are autocratic, laissez-faire, collaborative, and 

capacity building leadership. The LCSS is divided into five different sections. The first 

section determines the broad-based, skillful participation in the work of leadership. The 

second section determines the amount of inquiry-based use of information to inform 

shared decisions and practice. The third section measures the roles and responsibilities 

that reflect broad involvement and collaboration. The next section determines if 

reflective practice or innovation is the norm. The fifth section measures student 

achievement. These five sections come together to determine leadership capacity and 

also which leadership style is present. The survey is designed in a 5-point Likert scale. 

The 5-point Likert scale is organized in the following manner.  

1 We do not do this at our school 

2 We are starting to move in this direction 

3 We are making good progress here 

4 We have this condition well established 

5 We are refining our practice in this area 

 

In e-mail communication with Lambert regarding the use of the LCSS, it was 

stated that the survey had been utilized numerous times to help schools determine the 

level of leadership capacity, but no reliability or validity statistics had been performed on 
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the instrument. In order to determine validity and reliability of the LCSS a pilot study in 

an elementary school was conducted. Seventy-five usable surveys were collected from 

the elementary school. Cronbach alpha internal consistency reliability coefficients were 

computed for the factored subscales of the LCSS. For the six factored subscales, the 

alpha coefficients ranged from a low of .71 for the section entitled broad-based, skillful 

participation in the work of leadership and a high of .96 for the section called shared 

vision results in program coherence. The items means ranged from 2.62 to 4.24. As 

Lambert has suggested the LCSS may be used to determine the level of leadership 

capacity in a school. 

The original LCSS instrument contains 30 questions and the original PLCA is 45 

questions in length. Each staff member of a school would need to answer the questions 

from both surveys to create valid research. A concern was that most staff members 

would think the task of answering both surveys with a total of 75 questions too time 

consuming. In order to encourage more staff members to participate in the research 

questions from each survey were combined into one survey of 35 questions. Every 5 to 

10 of the original questions were designed to measure a portion of each staff member’s 

perception of a quality of either leadership capacity or PLC in the school in which they 

are working. In order to keep the integrity of each instrument half the questions in each 

section were chosen for the new combined survey.  One additional change on the LCSS 

was made when the score of 5 was removed from the Likert scale. The LCSS was 

administered to three schools in its entirety as a pilot study. In this pilot study it was 

expressed numerous times that staff members were confused by the score of 5 which 

indicates that the “campus is working on refining this practice.” Since the surveys were 
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answered electronically and an explanation of the score code of 5 would not be 

possible, it was determined to pull the scale of 5 out of the survey. The combined 

survey may be seen in Appendix C. 

 

Exploratory Factor Analysis  

Exploratory factor analysis (EFA) was conducted to verify and provide final 

definitions of variable and structure of the obtained scores (Gall, Gall, & Borg, 2003). A 

correlational matrix of associations was analyzed, and the principal components 

analysis method of factor extraction with varimax rotation was used in an attempt to 

remove the shared variance from the original matrix of associations.  Multiple criteria 

were employed to determine the number of retained factors, including the eigenvalue 

greater than one rule, six factors, and scree test.  

Eigenvalues were compared to the matrix of associations of the raw data 

collected. Factors which had eigenvalues less than 1 were rejected. This analysis 

suggested the existence of six factors, with one component accounting for 50% of 

variance, Component 2 accounting for 6% and the remaining four factors accounting for 

5%, 4%, 3%, and 3% respectively. Total variance explained was 72%. A scree plot was 

generated, which indicated the existence of one dominant factor, with five lesser factors 

identified for a total of six factors. Below see the scree plot and factor analysis with 

eigenvalue less than one. 
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Figure 3.1. Scree plot. 
 

Table 3.3 

Total Variance Explained 

Component Total % of variance 

1 14.52 50.08 
2 1.83 6.32 
3 1.42 4.89 
4 1.22 4.20 
5 .977 3.37 

6 .872 3.01 
7 .827 2.85 
8 .716 2.47 
9 .638 2.20 
10 .611 2.11 

(table continues)
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Table 3.3 (continued). 

Component Total % of variance 

11 .508 1.75 
12 .486 1.68 
13 .407 1.40 
14 .376 1.30 
15 .356 1.23 
16 .333 1.15 
17 .312 1.07 
18 .294 1.01 
19 .290 1.00 
20 .268 .92 
21 .258 .89 

22 .233 .80 
23 .212 .73 
24 .203 .70 

25 .184 .63 
26 .181 .63 
27 .172 .59 
28 .153 .53 
29 .143 .49 

Extraction Method: Principal Component Analysis 

In an attempt to confirm the number of factors, principal component analysis with 

varimax rotation was done with six factors, to generate a structure matrix and a 

component correlation matrix. Factor structure coefficients were examined in order to 

determine the contribution of variables to each given factor. Survey items with values 

less than .5 or that were very close in value between two components were eliminated. 

Five survey questions, questions 12,13,32,33, and 34 were eliminated as a result of the 

factor analysis. Results of the final analysis are shown in Tables 3.3, 3.4, and 3.5. 
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Table 3.4 

Mean and Standard Deviations of Combined Survey 

Survey Question Mean SD 

1 3.27 .974 

2 3.39 .781 

3 3,28 .856 

4 3.46 .795 

5 3.47 .751 

6 3.55 .637 

7 3.17 .880 

8 3.05 .914 

9 3.08 .918 

10 3.29 .848 

11 3.33 .778 

14 3.28 .693 

15 3.38 .690 

16 3.18 .787 

17 3.28 .731 

18 3.06 .786 

19 3.35 .645 

20 3.39 .619 

21 3.36 .670 

22 3.40 .625 

23 3.40 .579 

24 3.42 .598 

25 3.41 .632 

26 3.32 .667 

27 2.88 .831 

28 2.92 .786 

29 3.10 .710 

30 3.42 .738 

31 3.22 .738 

N=320 for all items 
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Table 3.5 

Rotated Component Matrix 

Survey 
Questions 

Component 
1 

Component 
2 

Component 
3 

Component 
4 

Component 
5 

Component 
6 

1 .144 .045 .229 .143 -.011 .820 

2 .363 .165 .136 .108 .266 .680 

3 .430 .231 .261 .168 .132 .588 

4 .531 .207 .129 .116 .263 .289 

5 .641 .092 .084 .148 .273 .346 

6 .698 .120 .085 .064 .309 .038 

7 .705 .108 .221 .105 .185 .183 

8 .685 .188 .273 .174 .088 .181 

9 .690 .273 .328 .172 .132 .237 

10 .667 .298 .249 .300 .047 .072 

11 625 .398 .267 .242 .060 .094 

14 .199 .219 .804 .092 .193 .185 

15 .266 .202 .548 .271 .327 .227 

16 .310 .174 .704 .244 .166 .224 

17 .360 .205 .650 .218 .194 .208 

18 .187 .156 .551 .394 .305 .146 

19 .325 .405 .190 .142 .642 .140 

20 .283 .317 .393 .131 .650 .191 

21 .299 .334 .293 .303 .634 .065 

22 .359 .277 .387 .178 .617 .092 

23 .241 .705 .089 .170 .197 .237 

24 .125 ..806 .063 .193 .230 .077 

25 .281 .731 .129 .204 .239 .133 

26 .409 .526 .338 .355 .187 .096 

27 .170 .181 .285 .833 .064 .123 

28 .227 .209 .152 .792 .236 .170 

29 .206 .299 .157 .782 .123 .103 

30 .136 .682 .380 .118 .131 .016 

31 .231 .605 .481 .180 .080 .030 

Extraction Method : Principal Component Analysis 
Rotation Method: Varimax with Kaiser Normalization 

a. Rotation converged in 7 iterations 
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Table 3.6 

Commonalities 

Survey Questions Extraction 

1 .768 
2 .722 
3 .698 
4 .508 
5 .642 
6 .610 
7 .637 
8 .649 

9 .762 
10 .694 
11 .691 

14 .814 
15 .644 
16 .759 
17 .722 
18 .633 
19 .758 
20 .811 
21 .785 
22 .777 
23 .686 
24 ..765 
25 .747 
26 .728 

27 .856 
28 .831 
29 .794 
30 .659 
31 .691 

Extraction Method Principal Component Analysis 



 

72 

This factor analysis suggested that measuring PLC may be another way of 

determining principal leadership style. The components of a PLC may also be 

components of a school run by a certain style of principal. PLC may better be measured 

by comparing the level of PLC or leadership style with some kind of measure of 

continuous improvement. This may be measured as student achievement, teacher 

retention rate, continuing education of teachers or a myriad of others criteria. At this 

point I believe that questions from both of the surveys used in this study may measure 

the same thing which is principal leadership.   

 

Reliability  

Even though both the LCSS and PLCA had undergone reliability tests, these 

tests were also conducted on the combined survey. Reliability tests indicate that the 

scores collected from the surveys are reliable or not, it does not indicate if the survey 

itself is reliable (Gall, Gall, & Borg, 2003). Following the items deleted during the factor 

analysis Cronbach’s alpha was conducted on the six components as well as overall 

reliability of the survey. Component 1: shared vision results in program coherence, 

inquiry-based use of information to inform decisions and practice, roles and actions 

reflect broad involvement, collaboration, and collective responsibility, and reflective 

practice consistently leads to innovation attained a reliability Cronbach alpha of .908 

with a standard deviation of 5.11. Component 2: collective learning and application and 

supportive conditions: relationships attained a reliability Cronbach alpha of .896 with a 

standard deviation of 3.08. Component 3: shared and supportive leadership attained a 

reliability Cronbach alpha of .899 with a standard deviation of 3.11. Component 4: 
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shared personal practice attained a reliability Cronbach alpha of .894 with a standard 

deviation of 2.11. Component 5: shared valued and vision attained a reliability Cronbach 

alpha of .914 with a standard deviation of 2.28. Component 6: broad based, skillful 

participation in the work of leadership attained a reliability Cronbach alpha of .792 with a 

standard deviation of 2.20. Overall reliability of the survey was a Cronbach alpha of 9.62 

with a standard deviation of 15.10.  

 

Procedures 

Principals of 166 schools across the United States which had been working 

toward becoming PLCs were contacted via e-mail to obtain permission to survey their 

staff members. An introductory question was asked to determine the amount of time the 

current principal led the campus. If the answer was less than three years the school was 

eliminated from inclusion in the study. Eighteen schools agreed to participate in the 

study. Permission to conduct the research was granted by each principal. Data was 

handled in a confidential manner and no school name or staff members’ names or any 

other way to identify individuals was used in the process.   

 

Data Collection and Recording 

 The new combined survey was administered through survey monkey, a survey 

and data gathering tool. Each staff members e-mail address was entered into a 

database for each school and they were contacted through survey monkey to complete 

the survey. The data gathered from survey monkey was input into statistical package for 

the social sciences (SPSS), a computer statistics program. Data collected from the 
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questions from the PLCA determined the progression toward becoming a PLC as 

defined by the Hord’s dimensions. Questions from the LCSS indicated the leadership 

capacity and style of each campus as determined by Lambert’s criteria. Bivariate 

correlation coefficients in the manner of product-moment correlation was run between 

means taken from the survey data collected.  

 

Data Analysis 

 This study was quantitative in nature and the data was confidential since the 

schools’ names were not revealed in reporting of this research. Correlational research 

methods in the form of product-moment correlation coefficients or Pearson r was used. 

“The purpose of a correlational study may be to determine relationships between 

variables (relationship studies) or to use these relationships to make predictions 

(prediction studies)” (Gay, Mills, & Airasian, 2006, p. 191). Finding correlation between 

two or more variables does not mean that one variable caused the other to occur. 

However a high correlation may mean prediction or show that a relationship exists 

between variables. 

 A mean was calculated from the data for each school from the LCSS results 

gathered. This mean was interpreted utilizing Appendix E which Lambert (2003) 

suggested indicates the leadership style of a principal. A mean of 1 indicated an 

autocratic leadership style. Laissez-faire leadership is indicated by a mean of 2. A mean 

of 3 implied a style of a site based management team. Broad-based, skillful participation 

in the work of leadership is indicated if a mean of 4 is found. This mean was calculated 

using SPSS. The product moment correlation coefficient statistics known as Pearson r 
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(Gall, Gall, & Borg, 2003) was calculated comparing the data from the PLCA and the 

mean calculated on the LCSS for each school independent from each other school. This 

helped determine if there is a relationship between leadership style as measured by the 

questions from the LCSS and how advanced a school is in becoming a PLC as 

measured by the questions from the PLCA.  

To determine the level of leadership capacity and level of PLC on each individual 

campus a mean was calculated for each of these sets of questions. Pearson r was also 

calculated between leadership style and the level of PLC for all campuses combined 

and leadership capacity and the level of PLC. These results will be discussed in 

Chapter 4.  

 

Summary 

 The relationship between principal leadership style, leadership capacity, and the 

creation of a PLC within schools was studied using quantitative methods. Questions 

from two surveys were utilized surveying school staff. SPSS was used to manipulate the 

data to determine if any relationships existed between Hord’s dimensions of a PLC and 

Lambert’s leadership capacity school items. This study took place in eighteen public 

schools in the United States and may help to further the understanding of the 

relationship between a principal’s leadership style, leadership capacity, and the creation 

of PLCs.  
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CHAPTER 4 
 

DATA ANALYSIS 
 

Introduction 
 

Chapter 4 contains the presentation of results utilizing the methods described in 

Chapter 3. Principals from eighteen schools across the United States of America agreed 

to allow their staff to participate in the study. A total of 320 educators from eighteen 

public schools responded to the survey questions. The findings of the study are 

organized and presented by response to each of the research questions initially 

presented in Chapter 1.  

 

Results Research Question 1 

Research Question 1 was, “Using questions from the Leadership Capacity 

School Survey (LCSS) measurement tool what is the level of leadership capacity as 

indicated by school faculty?” Table 4.1 shows the leadership capacity of each school as 

determined by the Leadership Capacity School Survey (LCSS). The mean was derived 

for each school. The mean could range from 1.00 to 4.00. A mean between 1.00 and 

1.49 would indicate that leadership capacity does not exist on the campus. A mean 

between 1.50 and 2.49 would indicate that a low level of leadership capacity exists in 

the school. A moderate level of leadership capacity exists if a mean of 2.50 and 3.49 

were found. A mean between 3.50 and 4.00 would indicate a high level of leadership 

capacity. Twelve of the schools indicated that their school staff members possess a 

moderate level of leadership capacity. Six of the schools, four elementary schools, one 

middle school, and one high school, indicated that their school staff members work with 
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a high level of leadership capacity. Appendix E indicates the characteristics of each 

level of leadership capacity.  

Table 4.1 

Leadership Capacity  

Schools n Mean SD 

1 11 3.54 .398 
2 9 3.09 .487 
3 8 3.00 .586 
4 8 3.16 .516 
5 6 3.55 .697 

6 20 3.51 .487 
7 27 3.29 .487 

Elementary 
Schools 

8 28 3.60 .382 
1 15 3.36 .455 
2 15 3.14 .582 Middle Schools 

3 15 3.51 .398 
1 19 3.22 .617 
2 16 3.20 .714 

3 7 2.69 .841 
4 21 3.46 .491 
5 45 3.75 .296 

6 28 3,26 .548 

High Schools 

7 22 2.88 .744 

 

Research Question 2 

Research Question 2 asked, “As indicated by the leadership capacity collected 

via the LCSS what is the leadership style of the principal of the selected schools?” 

Table 4.2 shows the leadership style of each principal of the schools surveyed as 

indicated by the LCSS. As indicated in Appendix E a score of 1 indicates an autocratic 

leadership style. Laissez-faire leadership style is indicated with a score of 2. A score of 

3 indicates collaborative leadership. Capacity building leadership is indicated by a score 
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of 4. Leadership style and leadership capacity are derived by the same formula. The 

leadership capacity scores were rounded to determine the leadership style. Eleven 

schools’ staff members indicated that their principal exhibited a leadership style of 

collaborative. Four elementary schools, one middle school, and two high schools 

indicated their principals exhibited a capacity building leadership style.  

Table 4.2 

Leadership Style of Principal 

Schools n Mean SD 

1 11 3.64 .505 
2 9 3.11 .601 
3 8 3.13 .641 
4 8 3.00 .535 
5 6 3.50 .837 
6 20 3.60 .598 
7 27 3.30 .609 

Elementary 
schools 

8 28 3.75 .441 

1 15 3.40 .632 
2 15 3.20 .561 

Middle 
Schools 

3 15 3.67 .488 
1 19 3.21 .787 

2 16 3.31 .704 
3 7 2.57 .976 
4 21 3.52 .602 

5 45 3.82 .387 

6 28 3.32 .670 

High Schools 

7 22 2.95 .844 
 

Research Question 3 

Research Question 3 was, “Using questions from the Professional Learning 

Community Assessment (PLCA) what is the level of a school’s professional staff as a 

learning community as indicated by school faculty?” Table 4.3 shows the level of PLC in 
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each school surveyed. The results could be expressed between 1.00 and 4.00 with a 

measure of 1.00 indicating that there is not a PLC within the school and a measure of 

4.00 indicating an extremely high level PLC is present. Any measure in-between would 

exhibit how much of a PLC is present in the schools. The schools surveyed varied in 

their mean score for PLC from 2.79 to 3.59. Three schools, two elementary and one 

high school indicated their school operates at a high level as a PLC. The remaining 

fifteen schools indicated a moderate high level of PLC on their campuses.  

Table 4.3 

Professional Learning Community 

Schools n Mean SD 

1 11 3.24 .523 
2 9 3.14 .406 

3 8 3.07 .591 
4 8 3.08 .415 
5 6 3.54 .527 

6 20 3.58 .384 
7 27 3.30 .405 

Elementary 
schools 

8 28 3.36 .511 
1 15 3.11 .362 

2 15 3.12 .457 
Middle 

Schools 
3 15 3.34 .449 
1 19 3.17 .477 

2 16 3.20 .662 
3 7 2.79 .555 

4 21 3.34 .375 
5 45 3.59 ,357 
6 28 3.19 .509 

High Schools 

7 22 2.89 .453 
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Research Question 4 

Research Question 4 asked, “Is there a relationship between leadership capacity 

and the current level of a school’s professional staff as a learning community as 

indicated by the faculties?”  Table 4.4 shows the relationship between leadership 

capacity and the level of professional learning community in the schools surveyed. A 

strength of this study is that the same respondents answered both the questions 

concerning leadership capacity and the questions concerning professional learning 

community. The Pearson product moment correlation was used to determine the 

association between the school faculties’ perception of the leadership capacity in their 

campus and the level of professional learning community on their campus (r = .799; p < 

.01). These findings indicate that the faculties’ perceptions of leadership capacity and 

professional learning community as they exist on their campuses are related in a 

statistically significant manner. This does not indicate causation simply a relationship 

between the two variables.  

Table 4.4 

Pearson Product Moment Correlation between Leadership Capacity and Professional 
Learning Community 
 

 Mean Pearson r SD 
Sum of 
Square 

Leadership capacity 3.36 .799** .571 71.39 

Professional Learning 
Community 

3.28 .799** .491 71.39 

N=320 
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Research Question 5 
 

Research Question 5 asked, “Is there a relationship between principal leadership 

style and the current level of a school’s professional staff as a learning community as 

indicated by the faculties?” Table 4.5 shows the relationship between principal 

leadership style and the level of professional learning communities in the schools 

surveyed. The Pearson product moment correlation was used to determine the 

association between the school faculties’ perception of the leadership capacity in their 

campus and the level of professional learning community on their campus (r = .742; p < 

.01). These findings indicate that the faculties’ perceptions of the principal’s leadership 

style and professional learning community as they exist on their campuses are related 

in a statistically significant manner. This does not indicate causation simply a 

relationship between the two variables. 

Table 4.5 
 
Pearson Product Moment Correlation between Principal Leadership Style and 
Professional Learning Community 
 

 Mean Pearson r SD 
Sum of 
Square 

Principal Leadership Style 3.42 .742** .667 77.51 

Professional Learning 
Community 

3.28 .742** .491 77.51 

 
N=320 
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Summary 

Information presented in Chapter 4 indicates a relationship between leadership 

capacity, leadership style of the principals, and the level of PLC in schools. In this study 

leadership capacity and leadership style of the principal from each school were derived 

from the same instrument (LCSS). The measurement of how the school is performing 

as a PLC was measured by the PLCA. While both the LCSS and the PLCA measure 

some similar attributes there were enough differences among what the surveys 

measured to be considered useful in this study. Most of the similar questions were from 

the sections of the surveys created to measure shared leadership and the vision of the 

school staff. The other sections measured independently the use of data to make 

decisions, teachers supporting each other collaboratively, and supportive conditions.  

 Three of the schools in which the results indicate the principal of each of these 

schools exhibit a capacity building leadership style, also indicated a higher level of PLC 

existed within their schools. Sergiovanni and Starratt, (2002) stated: 

In creating community, what matters most is what the community shares together 
and accomplishes together. It is this shared idea structure, this community of mind, 
that becomes the primary source of authority for what people do. Together, 
principals and teachers become followers of the dream and are committed to making 
it real. (p. 145) 

 
The other schools measured slightly lower in the level of PLC and except for four 

schools also indicated their principals’ styles were collaborative rather than capacity 

building. Staff members from four of the schools indicated a principal leadership style of 

capacity building and a moderate high level of PLC on their campus.  

Next, Chapter 5 provides a discussion of the major findings of the research 

study. Implications and recommendations for research and practice are also presented.  
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CHAPTER 5 
 

DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS 
 

Introduction 
 

 The purpose of this study was to investigate the relationship between principal 

leadership style, leadership capacity of staff members, and the level of professional 

learning community (PLC) within selected schools. In the past, school principals’ main 

purpose was to serve as building managers. They spent time on campus safety, 

discipline issues, and financial issues. In the more recent past principals were called to 

act as instructional leaders. For the past few years schools in the United States have 

been held accountable by the federal government in the name of No Child Left Behind. 

This movement strives to create an accountability and assessment system in which 

100% of all students would meet the standards set forth by each state’s educational 

system. This calls for a change in most current school systems to effect greater 

improvement in teaching and learning. PLCs may lead to that desired outcome. Today 

many schools are transitioning into PLCs in which decisions regarding instruction and 

learning are collaboratively made by staff members. These staff members are also 

involved in their own learning and the learning of their team mates. Lambert (2003) 

describes these activities as capacity building in which the responsibility and leadership 

actions of individuals within the campus are expanded.  

 

Discussion of Findings 

In this section the results found related to each research question and any 

relationship to current literature are presented. Research Question 1 was, “Using 



 

84 

questions from the Leadership Capacity School Survey (LCSS) measurement tool what 

is the level of leadership capacity as indicated by school faculty?” Each of the principals 

from the eighteen schools in which the surveys were conducted stated that their schools 

had been working on becoming a PLC under their leadership for at least three years. 

Six of the schools were found to show characteristics of a high level of leadership 

capacity. The remaining twelve schools perceived themselves as having moderate 

levels of leadership capacity.  The results indicate that working on becoming a PLC may 

lead to higher levels of leadership capacity.  

Research Question 2 was, “As indicated by the leadership capacity collected via 

the LCSS what is the leadership style of the principal of the selected schools?” 

Principals from eleven schools were perceived by their staff as being collaborative 

leaders. Twelve of the schools were operating at a moderate level of leadership 

capacity. Six schools identified their principals as capacity building principals and that 

their schools operate at a high level of leadership capacity. This study indicates that 

when a principal exhibits characteristic to build high capacity the staff members feel 

they have more leadership capacity themselves. The factor analysis discussed in 

Chapter 3 may also indicate that characteristics of a PLC may also be characteristics of 

a capacity building leadership style of a principal.  

Research Question 3 was, “Using questions from the Professional Learning 

Community Assessment (PLCA) what is the level of a school’s professional staff as a 

learning community as indicated by school faculty?” Staff members from fifteen of the 

schools indicated that their campus operated at a moderate level as a PLC. Three of the 

schools’ staff members indicated that their campus operated at a high level as a PLC 
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and they also indicated a high level of leadership capacity and capacity building 

principals. 

 Research Question 4 was, “Is there a relationship between leadership capacity 

and the current level of a school’s professional staff as a learning community as 

indicated by the faculties?” As was mentioned in the summary of the prior research 

questions a relationship was found between the level of leadership capacity the faculty 

felt they had and the level of PLC on each campus. The more leadership capacity in 

evidence the more a campus operated as a PLC. This supports Hord’s theory that when 

principals spend time participating “democratically with teachers by sharing power, 

authority, and decision making, and by promoting and nurturing leadership among staff” 

(Huffman & Hipp, 2003, p.6) higher levels of PLC will be developed.  

Research Question number 5 was, “Is there a relationship between principal 

leadership style and the current level of a school’s professional staff as a learning 

community as indicated by the faculties?” The three schools that operated at a high 

level as a PLC were led by capacity building principals. The fifteen schools that 

operated at a moderate level as a PLC were led by collaborative principals except for 

four campuses which indicated a capacity building principal and a moderate high level 

of PLC. This substantiates the claim that Huffman and Hipp (2003) made when they 

suggest the principal is the person most responsible for creating a culture in which a 

PLC can thrive. The findings in this study may refute what Mitchell and Sackney (2000) 

believed when they said that each principal can use their own personality and values to 

help create PLCs on their campus. However Mitchell and Sackney also suggested “in 

the present leadership structure of most schools, the principal is the person who is 
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responsible for providing supportive conditions for the professional learning community” 

(pp.13-14). Other PLC authors agree the quality of teaching and learning as well as the 

level of a school’s functioning as a PLC depend on the quality of leadership provided by 

the principal (DuFour & Eaker, 1998, Sparks, 2005). This study’s findings challenge 

what Blankstein (2004) proposed when saying that if teacher leadership such as seen in 

a PLC is built within a school the school will continue to thrive as a PLC even if a new 

principal with a different leadership style takes charge of the school. Blankstein stated: 

“The promise of sustainable success in education lies in creating cultures of distributed 

leadership throughout the school community, not in training and developing a tiny 

leadership elite” (p. 211). My research did not study the sustainability of leadership 

capacity or the level of a PLC once a new principal took over in a school although this 

would be an important topic for research. 

 

Implications 

 The importance of principal leadership in creating conditions conducive to 

effective change has become a significant concern of educators. Youngs and King 

(2002) stated “effective principals can sustain high levels of capacity by establishing 

trust, creating structures that promote teacher learning, and either connecting their 

faculties to external expertise or helping teachers generate reforms internally” ( p. 1). 

Expecting a principal to meet all of a campus’s leadership needs is unreasonable. In a 

capacity building school, leaders throughout the campus can help provide the expertise 

needed to move a school to higher levels of achievement. Capacity building, trust, 

continual learning, and internal reform are all part of PLCs.  
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 Staff members who work in a PLC share decision making about educational 

issues in their school. Hord (1997b) described PLCs as staff learning together to 

concentrate their efforts toward improved student learning. Student achievement may 

be positively impacted when adults in a school learn together and apply that learning to 

create improved teaching. Principals cannot create a learning community by 

themselves. It takes trust and ownership from staff members. Effective principals foster 

and manage campus cultures which develop collaborative working relationships and 

support ongoing learning for students and adults.  

 A large part of PLCs is the result of professional development. The principal 

holds great responsibility as a professional development leader in promoting systematic 

research-based professional development for teachers and staff. Shared reflection and 

communication related to quality professional development may help build a culture of 

professional learning among staff. The challenge for today’s principal is to establish the 

vision and supportive conditions needed to bring about innovations and meaningful 

change that will profoundly impact the quality of learning and life for the entire learning 

community.  

 The results of this study supported the expectations that the leadership style of a 

principal does matter in relationship to how a school functions as a PLC. The factor 

analysis conducted in Chapter 3 indicates that leadership and PLC are the same thing. 

The factor analysis supports my belief that a capacity building principal may transform a 

school into a PLC. If a school district sets a goal of schools operating as PLCs then 

choosing the right principal is crucial to its success. In this study, three principals that 

worked on building their teachers’ leadership capacity exhibited the style required to 
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implement higher levels of PLC development on their campuses. The other principals in 

this study collaborated with their staff members thereby creating PLCs on their campus; 

however their campuses were at a lower level of PLC maturity than those principals 

working on capacity building in their schools.  

 Thus it is important for leaders in a school district to determine if they want their 

schools to operate as PLCs. If so, time should be spent training and coaching principals 

to work on capacity building within their schools. When interviewing prospective 

principals, attention should be given to determine if the individual believes in the 

concept related to capacity building and if that principal is committed to that effort.  

 

Recommendation for Future Research 

 This research studied the relationship between principal leadership style and the 

level of PLC development on a campus with questions from two surveys completed by 

staff members. Additional research could be done by administering the PLCA to the 

staff, while the principal completes a leadership style survey assessing their own 

leadership style. This could also be combined with the current survey using the PLCA 

and LCSS so that the principal’s perception of their own leadership style is compared 

with the staff members’ perception of leadership style.  

 The ultimate goal of a PLC is to improve student achievement. In a few years 

after schools have worked as PLCs for a longer period of time, research including 

student achievement would be a worthwhile topic to study. If student achievement was 

found to be positively impacted when a school operates as a PLC this would add 

strength to the PLC research.  
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Since one of the most important assets a school has is great teachers, (Marzano, 

2007) a future study could research the relationship between the level of a PLC on a 

campus and teacher turnover rate. If it is found that the more a school operates as a 

PLC fewer teachers leave the school or teaching profession it would be significant to 

work on activities which build schools as PLCs. 

 Another topic of research could be to identify schools operating as a PLC and 

follow them two years after a new principal is appointed. Similar surveys as used in this 

study could be used to determine if the new principal differs in leadership style from the 

principal under which the staff developed as a PLC. The level of leadership capacity 

and PLC in the campuses would also be gathered to determine if the level of PLC 

development was sustained. Sustainability is a critical concern of principals who build 

PLCs on their campus and also of researchers in the field (Lambert, 2003).  

 

Conclusion 

Change in public school is unavoidable, given the complexities that exist and 

challenges that continue to pervade our schools. This research supports the premise 

that school leaders’ understanding of their staff and the leaders’ humanistic ability to 

lead their staff through change is imperative. Huffman and Hipp (2003) stated: “A 

community of continuous learners -professional learners- is a key element of school 

capacity, a way of working, and the most powerful professional development and 

change strategy available for improving our educational system“ (p. vii). If we believe 

that it is important to create communities of learners both in our teachers and students it 

is important to determine the most effective role principals should play in creating these 
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communities. This research study reviewed the literature on the relationship between 

principals’ leadership and the maturity of a staff as a PLC as well as leadership 

capacity.  

The results of this study showed a relationship between principals’ leadership 

style, leadership capacity of teachers, and maturity of PLC on a campus as perceived 

by staff members. This research strengthens the belief that the leadership style of a 

principal is fundamental in a school’s capacity to flourish into an authentic PLC 

(Lambert, 2003). Principals must understand that their leadership styles impact teacher 

behaviors and participation, which sets the tone for a supportive organizational culture. 

A strong relationship between principal and teachers may also build significant, 

interactive experiences which contribute to developing learning environments that will 

meet the complex challenges of our nation’s schools.  
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APPENDIX A 

PROFESSIONAL LEARNING COMMUNITIES ASSESSMENT 
 
 

Reproduced with permission from Dianne Olivier.



 

92 

Directions:  
This questionnaire assesses your perceptions about your principal, staff, and 
stakeholders based on the five dimensions of a professional learning community (PLC) 
and related attributes. There are no right or wrong responses. This questionnaire 
contains a number of statements about practices which occur in some schools. Read 
each statement and then use the scale below to select the scale point that best reflects 
your personal degree of agreement with the statement. Shade the appropriate oval 
provided to the right of each statement. Be certain to select only one response for each 
statement. 
 
Key Terms: 
# Principal = Principal, not associate or assistant principal 
# Staff = All adult staff directly associated with curriculum, instruction, and 

assessment of students 
# Stakeholders = Parents and community members 
 
Scale: 1 = Strongly disagree (SD)  

2 = Disagree (D)  
3 = Agree (A)  
4 = Strongly agree (SA) 

 
 

STATEMENTS 
 

SCALE 
 
 

 
Shared and Supportive Leadership 

 
S
D 

 
D 

 
A 

 
S
A 

 
1. 

 
The staff is consistently involved in discussing and making decisions about 
most school issues. 

 
1 

 
2 

 
3 

 
4 

 
2. 

 
The principal incorporates advice from staff to make decisions. 

 
1 

 
2 

 
3 

 
4 

 
3. 

 
The staff have accessibility to key information. 

 
1 

 
2 

 
3 

 
4 

 
4. 

 
The principal is proactive and addresses areas where support is needed. 

 
1 

 
2 

 
3 

 
4 

 
5. 

 
Opportunities are provided for staff to initiate change. 

 
1 

 
2 

 
3 

 
4 

 
6. 

 
The principal shares responsibility and rewards for innovative actions. 

 
1 

 
2 

 
3 

 
4 

 
7. 

 
The principal participates democratically with staff sharing power and 
authority. 

 
1 

 
2 

 
3 

 
4 

 
8. 

 
Leadership is promoted and nurtured among staff. 

 
1 

 
2 

 
3 

 
4 

 
9. 

 
Decision-making takes place through committees and communication 
across grade and subject areas. 

 
1 

 
2 

 
3 

 
4 

 
10
. 

 
Stakeholders assume shared responsibility and accountability for student 
learning without evidence of imposed power and authority. 

 
1 

 
2 

 
3 

 
4 
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STATEMENTS 

 
SCALE 

 
 

 
Shared Values and Vision 

 
S
D 

 
D 

 
A 

 
S
A 

 
11
. 

 
A collaborative process exists for developing a shared sense of values 
among staff. 

 
1 

 
2 

 
3 

 
4 

 
12
. 

 
Shared values support norms of behavior that guide decisions about 
teaching and learning. 

 
1 

 
2 

 
3 

 
4 

 
13
. 

 
The staff share visions for school improvement that have an undeviating 
focus on student learning. 

 
1 

 
2 

 
3 

 
4 

 
14
. 

 
Decisions are made in alignment with the school=s values and vision. 

 
1 

 
2 

 
3 

 
4 

 
15
. 

 
A collaborative process exists for developing a shared vision among staff. 

 
1 

 
2 

 
3 

 
4 

 
16
. 

 
School goals focus on student learning beyond test scores and grades. 

 
1 

 
2 

 
3 

 
4 

 
17
. 

 
Policies and programs are aligned to the school=s vision. 

 
1 

 
2 

 
3 

 
4 

 
18
. 

 
Stakeholders are actively involved in creating high expectations that serve 
to increase student achievement. 

 
1 

 
2 

 
3 

 
4 

 
 

 
Collective Learning and Application  

 
S
D 

 
D 

 
A 

 
S
A 

 
19
. 

 
The staff work together to seek knowledge, skills and strategies and apply 
this new learning to their work. 

 
1 

 
2 

 
3 

 
4 

 
20
. 

 
Collegial relationships exist among staff that reflect commitment to school 
improvement efforts. 

 
1 

 
2 

 
3 

 
4 

 
21
. 

 
The staff plan and work together to search for solutions to address diverse 
student needs. 

 
1 

 
2 

 
3 

 
4 

 
22
. 

 
A variety of opportunities and structures exist for collective learning 
through open dialogue. 

 
1 

 
2 

 
3 

 
4 

 
23
. 

 
The staff engage in dialogue that reflects a respect for diverse ideas that 
lead to continued inquiry. 

 
1 

 
2 

 
3 

 
4 

 
24
. 

 
Professional development focuses on teaching and learning. 

 
1 

 
2 

 
3 

 
4 

 
25
. 

 
School staff and stakeholders learn together and apply new knowledge to 
solve problems.  

 
1 

 
2 

 
3 

 
4 
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26
. 

 
School staff is committed to programs that enhance learning. 

 
1 

 
2 

 
3 

 
4 

 
 

 
Shared Personal Practice 

 
S
D 

 
D 

 
A 

 
S
A 

 
27
. 

 
Opportunities exist for staff to observe peers and offer encouragement. 

 
1 

 
2 

 
3 

 
4 

 
28
. 

 
The staff provide feedback to peers related to instructional practices. 

 
1 

 
2 

 
3 

 
4 

 
29
. 

The staff informally share ideas and suggestions for improving student 
learning. 

1 2 3 4 

 
30
.  

 
The staff collaboratively review student work to share and improve 
instructional practices. 

 
1 

 
2 

 
3 

 
4 

 
31
. 

 
Opportunities exist for coaching and mentoring. 

 
1 

 
2 

 
3 

 
4 

 
32
. 

 
Individuals and teams have the opportunity to apply learning and share the 
results of their practices. 

 
1 

 
2 

 
3 

 
4 

 
 

 
Supportive Conditions - Relationships 

 
S
D 

 
D 

 
A 

 
S
A 

 
33
. 

 
Caring relationships exist among staff and students that are built on trust 
and respect. 

 
1 

 
2 

 
3 

 
4 

 
34
. 

 
A culture of trust and respect exists for taking risks. 

 
1 

 
2 

 
3 

 
4 

 
35
. 

 
Outstanding achievement is recognized and celebrated regularly in our 
school. 

 
1 

 
2 

 
3 

 
4 

 
36
. 

 
School staff and stakeholders exhibit a sustained and unified effort to 
embed change into the culture of the school. 

 
1 

 
2 

 
3 

 
4 

 
 

 
Supportive Conditions - Structures 

 
S
D 

 
D 

 
A 

 
S
A 

 
37
. 

 
Time is provided to facilitate collaborative work. 

 
1 

 
2 

 
3 

 
4 

 
38
. 

 
The school schedule promotes collective learning and shared practice. 

 
1 

 
2 

 
3 

 
4 

 
39
. 

 
Fiscal resources are available for professional development. 

 
1 

 
2 

 
3 

 
4 
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40
. 

 
Appropriate technology and instructional materials are available to staff. 

 
1 

 
2 

 
3 

 
4 

 
41
. 

 
Resource people provide expertise and support for continuous learning. 

 
1 

 
2 

 
3 

 
4 

 
42
. 

 
The school facility is clean, attractive and inviting.  

 
1 

 
2 

 
3 

 
4 

 
43
. 

 
The proximity of grade level and department personnel allows for ease in 
collaborating with colleagues. 

 
1 

 
2 

 
3 

 
4 

 
44
. 

 
Communication systems promote a flow of information among staff. 

 
1 

 
2 

 
3 

 
4 

 
45
. 

 
Communication systems promote a flow of information across the entire 
school community including: central office personnel, parents, and 
community members. 

 
1 

 
2 

 
3 

 
4 

 
© Copyright 2003 
Source:  Olivier, D. F., Hipp, K. K., & Huffman, J. B. (2003). Professional learning 

community assessment. In J. B. Huffman & K. K. Hipp (Eds.). Reculturing 
schools as professional learning communities.  Lanham, MD: Scarecrow Press 
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APPENDIX B 

LEADERSHIP CAPACITY SCHOOL SURVEY 
 
 

Reproduced with permission from ASCD.
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This school survey is designed to assess the leadership capacity of your school. The 
items are clustered according to the characteristics of Quadrant 4 schools. Once each 
staff member has completed the survey, the results can be presented in a chart 
depicting school wide needs. The numbers on the 1-5 scale represent the following: 
   1= We do not do this at our school 
   2= We are starting to move in this direction. 
   3=We are making good progress here. 
   4= We have this condition well established. 
   5= We are refining our practice in this area. 
 
Circle the rating for each item and tally the score for each column first, then add the 
results for each column together and transfer the results to the scoring box on the last 
page. 
 

A. Broad-based, skillful participation in the work of leadership. 
In our school we: 
1. Have established representative governance groups                                                                         1     2     3     4    5  
2. Perform collaborative work in large and small teams                                                                              1     2     3     4    5   
3. Model leadership skills                                                                                                                                                                                                                                                                  1     2     3     4    5 
4. Organize for maximum interaction among adults and children    1     2     3     4         5 
5. Share authority and resources                                                                                                                                                                                                                                             1     2     3     4        5 
6. Express our leadership by attending to the learning of the entire    
     school community                                                                                                                                                                                                                                                                                1    2     3    4   5   
7. Engage each other in opportunities to lead                                                                                                                                            1     2     3    4   5 
Total (add circled numbers down and then across columns    ___=__   __  __   __ __ 
 
B. Shared vision results in program coherence. 
In our school we: 
1. Develop our school vision jointly                                                                                                                                                                                             1     2     3     4    5 
2. Ask each other questions that keep us on track with  
    our vision                                                                                                                                                                                                                                                                                       1     2     3     4    5 
3. Think together about how align our standards, instruction, 
    assessment, and programs with our vision                                                                                                               1     2     3     4    5 
4. Keep our vision alive by reviewing it regularly                                                                                              1     2     3     4    5 
Total (add circled numbers down and then across columns   ___=__   __  __   __  __ 
 
C. Inquiry-based use of information to inform decisions and practice. 
In our school we: 
1. Use a learning cycle that involves reflection, dialogue,      

inquiry, and action.                                                                                                                                                                                                                                                                            1     2     3     4    5 
2. Make time available for this learning to occur (e.g. faculty 

Meetings, ad hoc groups, teams)                                                                                                                                                                1     2     3     4    5 
      3.   Focus on student learning                                                                                                                                                                                                                          1     2     3     4    5 
      4.   Use data/evidence to inform our decisions and teaching 
            practices                                                                                                                                                                                                                                                                                         1     2     3     4    5 
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5. Have designed a comprehensive information system that 
keeps everyone informed and involved                                                                                                                                                         1     2     3     4    5 

      Total (add circled numbers down and then across columns   ___=__   __  __   __  __ 
 

D. Roles and actions reflect broad involvement, collaboration, 
and collective responsibility. 

       In our school we: 
1. Have designed our roles to include attention to our classrooms, 

School, community, and profession.                                                                                                                                                                                                   1     2     3     4    5 
      2.   Seek to perform outside of traditional roles                                                                                                              1     2     3     4    5 
      3.   Have developed new ways to work together                                                                                                                              1     2     3     4    5 
      4.   Have developed a plan for sharing responsibilities in the 
            Implementation of our decisions and agreements                                                                                1     2     3     4    5 
      Total (add circled numbers down and then across columns   ___=__   __  __   __  __ 
 

E. Reflective practice consistently leads to innovation 
 In our school we: 
1. Make time for ongoing reflection (e.g. journaling, peer 

coaching, collaborative planning)                                                                                                                                                                               1     2     3     4    5     
2. Encourage individual and group initiative by providing 

Access to resources, personnel, and time                                                                                                                                                  1     2     3     4    5 
3. Have joined with networks of other schools and programs, 

both inside and outside the district, to secure feedback 
on our work                                                                                                                                                                                                                                                                                    1     2     3     4    5 

      4.   Practice and support new ways of doing things                                                                                                1     2     3     4    5 
      5.   Develop our own criteria for accountability regarding 
            Individual and shared work                                                                                                                                                                                                                                                          1     2     3     4    5 
      Total (add circled numbers down and then across columns   ___=__   __  __   __  __ 
 

F. High or steadily improving student achievement and development 
In our school we: 
1. Work with members of the school community to establish  

and implement expectations and standards                                                                                                                               1     2     3     4    5     
      2.    Teach and assess so that all children learn                                                                                                                        1     2     3     4    5     
      3.    Provide feedback to children and families about  
             Student progress                                                                                                                                                                                                                                                                              1     2     3     4    5     

4. Take with families about student performance and school 
Programs                                                                                                                                                                                                                                                                                           1     2     3     4    5     

5. Have redesigned roles and structure to develop resiliency 
In children (e.g. teacher as coach/advisor/mentor, school-wide 
Guidance programs, community service)                                                                                                          1     2     3     4    5     

      Total (add circled numbers down and then across columns   ___=__   __  __   __  __ 
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Scoring: Add totals for each section. Possible scores can be found by multiplying the 
possible number of scores for each category by the number of staff completing the 
survey, the results for your particular school can be found by adding the actual scores of 
the staff completing the survey in each category (see the following table). Sections with 
the lowest scores are those in greatest need of attention. A score of 1 or 2 in the survey 
represents the greatest need, 3 and 4 represent strengths, and 5 represents exemplary 
work that reflects high leadership capacity. When you have completed the survey, 
discuss each section and identify possible areas for growth. 
 
 Possible 

scores 
School 
scores 

Broad-based, skillful participation in the work of 
leadership 

35x__=__         __ 

Shared vision results in program coherence 20x__=__         __ 
Inquiry-based use of information to inform decisions 
and practice 

25x__=__         __ 

Roles and actions reflect broad involvement, 
collaboration, and collective responsibility 

20x__=__        __ 

Reflective practice consistently leads to innovation 25x__=__        __ 
High or steadily improving student achievement and 
development 

25x__=__        __ 
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APPENDIX C 

PROFESSIONAL LEARNING COMMUNITY ASSESSMENT AND  

LEADERSHIP CAPACITY SCHOOL SURVEY
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How many years has your current principal led your school?  ______ 
This portion of the survey is designed to assess the leadership capacity of your school. 
The numbers on the 1-4 scale represent the following: 
       
      1= We do not do this at our school 
      2= We are starting to move in this direction. 
      3=We are making good progress here. 
      4= We have this condition well established. 
In our school we….. 
 
1. Have established representative governance groups                                                                                                1     2     3     4     
2. Express our leadership by attending to the learning of the entire    
     school community                                                                                                                                                                                                                                                                                              1     2     3     4    
3. Engage each other in opportunities to lead                                                                                                                                                                 1     2     3     4    
4. Develop our school vision jointly                                                                                                                                                                                              1     2     3     4 
5. Think together about how to align our standards, instruction, 
    assessment, and programs with our vision                                                                                                                                                                1     2     3     4         
6. Use data/evidence to inform our decisions and teaching 
     practices                                                                                                                                                                                                                                                                                                              1     2     3     4     
7. Have designed a comprehensive information system that 
      keeps everyone informed and involved                                                                                                                                        1     2     3     4     
 8.  Seek to perform outside of traditional roles                                                                                      1     2     3     4 
 9.   Have developed a plan for sharing responsibilities in the 
        implementation of our decisions and agreements                                                                                                            1     2     3     4 
10. Encourage individual and group initiative by providing 
      access to resources, personnel, and time                                                                                                                                                          1     2     3     4     
11. Practice and support new ways of doing things                                                                           1     2     3     4     
 12. Provide feedback to children and families about  
        student progress                                                                                                                                                                                                                                                                                   1     2     3     4   
13. Talk with families about student performance and school  
       programs                                                                                                                                                                                                                                                                                                      1     2     3    4   
   
This portion of the survey assesses your perceptions about your principal, staff, and 
stakeholders based on the five dimensions of a professional learning community (PLC) 
and related attributes. There are no right or wrong responses. This questionnaire 
contains a number of statements about practices which occur in some schools. Read 
each statement and then use the scale below to select the scale point that best reflects 
your personal degree of agreement with the statement. 
 
Key Terms: 
# Principal = Principal, not Associate or Assistant Principal 
# Staff = All adult staff directly associated with curriculum, instruction, and 

assessment of students 
# Stakeholders = Parents and community members 
 
Scale:  1 = Strongly disagree (SD)  

  2 = Disagree (D)  
3 = Agree (A)  
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4 = Strongly agree (SA) 
 
14. The principal incorporates advice from staff to make decisions.                        1     2     3    4 
15. The principal is proactive and addresses areas where support is needed.       1     2     3    4 
 
16. The principal participates democratically with staff sharing power and  
      authority.                                                                                                             1     2     3     4 
17. Decision-making takes place through committees and communication  
       across grade and subject areas.                                                                       1     2     3     4 
18. Stakeholders assume shared responsibility and accountability for 

     student learning without evidence of imposed power and authority.                   1     2     3     4 

19. The staff share visions for school improvement that have an 

      undeviating focus on student learning.                                                               1     2     3     4 

20. Decisions are made in alignment with the school=s values and vision.             1     2     3     4 

21. A collaborative process exists for developing a shared vision among staff.       1     2     3     4 

22. Policies and programs are aligned to the school’s vision.                                  1     2     3     4 

23. The staff work together to seek knowledge, skills and  

      strategies and apply this new learning to their work.                                          1     2     3     4 

24. Collegial relationships exist among staff that reflect commitment 

     to school improvement efforts.                                                                            1     2     3     4 

25. The staff plan and work together to search for solutions to address 

      diverse student needs.                                                                                       1     2     3     4 

26. A variety of opportunities and structures exist for collective 

      learning through open dialogue.                                                                         1     2     3     4 

27. Opportunities exist for staff to observe peers and offer encouragement.           1     2      3    4 

28. The staff provide feedback to peers related to instructional practices.              1     2     3     4 

29. Opportunities exist for coaching and mentoring.                                               1     2      3    4 

30. Caring relationships exist among staff and students that are  

      built on trust and respect.                                                                                            1     2      3      4 

31. A culture of trust and respect exists for taking risks.                                          1     2     3     4 

32. Time is provided to facilitate collaborative work.                                                1     2     3     4 

33. The school schedule promotes collective learning and shared practice.           1     2     3     4 

34. The school facility is clean, attractive and inviting.                                             1     2     3     4 

35. Communication systems promote a flow of information among staff.                1    2      3     4 
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APPENDIX D 

MARZANO, WATERS, AND MCNULTY’S  

21 PRINCIPAL LEADERSHIP RESPONSIBILITIES  

(MARZANO, WATERS, & MCNULTY, 2005)
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Responsibility The extent to which the principal….. 

1. Affirmation Recognizes and celebrates accomplishments 
and acknowledges failures. 

2. Change agent Is willing to challenge and actively challenges 
the status quo 

3. Contingent rewards Recognizes and rewards individual 
accomplishments 

4. Communication Establishes strong lines of communication with 
and among teachers and students  

5. Culture Fosters shared beliefs and a sense of 
community and cooperation 

6. Discipline Protects teachers from issues and influences 
that would detract from their teaching time or 
focus 

7. Flexibility Adapts his or her leadership behavior to the 
needs of the current situation and is 
comfortable with dissent 

8. Focus Establishes clear goals and keeps those goals 
in the forefront of the school’s attention 

9. Ideals/Beliefs Communicates and operates from strong ideals 
and beliefs about schooling 

10. Input Involves teachers in the design and 
implementation of important decisions and 
policies  

11. Intellectual stimulation Ensures faculty and staff are aware of the most 
current theories and practices and makes the 
discussion of these a regular aspect of the 
school’s culture 

12. Involvement in curriculum, instruction, and 
assessment 

Is directly involved in the design and 
implementation of curriculum, instruction, and 
assessment practices 

13. Knowledge of curriculum, instruction, and 
assessment 

Is knowledgeable about current curriculum, 
instruction, and assessment practices 

14. Monitoring/evaluating Monitors the effectiveness of school practices 
and their impact on student learning.  

15. Optimizer Inspires and leads new and challenging 
innovations 

16. Order Establishes a set of standard operating 
procedures and routines 

17. Outreach Is an advocate and spokesperson for the 
school to all stakeholders 

18. Relationships Demonstrates an awareness of the personal 
aspects of teachers and staff 

19. Resources Provides teachers with materials and 
professional development necessary for the 
successful execution of their jobs 

20. Situational awareness Is aware of the details and undercurrents in the 
running of the school and uses this information 
to address current and potential problems.  

21. Visibility Has quality contact and interactions with 
teachers and students 
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APPENDIX E 
 

LEADERSHIP CAPACITY MATRIX
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Low skillfulness 

 Autocratic administration 
 Limited (primarily one-way) flow 

of information 
 Codependent, paternal 

relationships 
 Rigidly defined roles 
 Norms of compliance 
 Lack of innovation in teaching 

and learning 
 Student achievement poor or 

showing short-term 
improvement 

Quadrant 1

 Laissez-faire administration 
 Fragmentation and lack of 

coherence of information and 
programs 

 Norms of individualism 
 Undefined roles and 

responsibilities 
 Both excellent and poor 

classrooms 
 “Spotty” innovation 
 Student achievement static 

overall 
 
Quadrant 2 

Low participation High participation
Quadrant 3

 Trained leadership or site-based 
management team 

 Limited uses of school-wide 
data, information flow 

 Within designated leadership 
groups 

 Polarized staff, pockets of strong 
resistance 

 Designated leaders acting 
efficiently; others serving in 
traditional roles 

 Pockets of strong innovation and 
excellent classrooms 

 Student achievement static or 
showing slight improvement 

Quadrant 4 
 Broad-based, skillful 

participation in the work of 
leadership 

 Inquiry-based use of information 
to inform decisions and practice 

 Roles and responsibilities that 
reflect broad involvement and 
collaboration 

 Reflective practice/innovation as 
the norm 

 High student achievement  

High skillfulness 
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APPENDIX F 

PERMISSION TO USE LEADERSHIP CAPACITY SCHOOL SURVEY
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Sent: Tuesday, October 16, 2007 1:31 AM 
To: Scoggins, Kirn 
Subject: Re: permission to use your leadership capacity survey in dissertation 

Kirn, Yes, go ahead and use the survey. Please let me know your results...Linda 

———Original Message- ——- 
From: Scoggins, Kim <kim.scogginsScrowley.k!2.tx.us> 
To: linlambert@aol.com 
Sent: Mon, Oct 15  11:42 PM 
Subject: permission to use your leadership capacity survey in dissertation 

I am conducting a dissertation study on the relationship between leadership capacity and the 
development of professional learning communities at the University of North Texas. I would like to 
use your Leadership Capacity Survey as part of the research. May I have permission to use your 
survey for this purpose? 

 
 

Date: Tuesday, October 7, 2008 6:47 AM  

From: Permissions <permissions@ascd.org>  

To: kimscoggins@charter.net  

Subject: Re: Request to Include Linda Lambert's Survey in Dissertation(Thread:491291)  

Size: 14 KB  

Dear Ms. Scoggins, 
 
In response to your request dated August 21, 2008, ASCD grants you the one-time non-exclusive right to 
reproduce one copy of the Leadeship Capacity School Survey for use in your dissertation, which will also 
be accessible electronically via ProQuest. This permission covers the text portion of the Material only and 
does not extend to content that is separately copyrighted.  Please note that it is your responsibility to 
secure permission for any text, photographs, illustrations, cartoons, advertisements, etc. that are 
referenced to another source.  The reproduction of covers, mastheads, and logos of ASCD publications is 
strictly prohibited. 
   
No fee is required for this use, however, permission is granted upon the condition that every copy of the 
Material distributed contains a full acknowledgment including: title, author(s) and/or editor(s), journal or 
book title, including volume/issue/date (if applicable), the identical copyright notice as it appears in our 
publication, the legend "Reprinted by Permission.  “Learn more about ASCD at www.ascd.org.”  
  
We would appreciate your acknowledging the above  
  
Sincerely, 
  
Kat Rodenhizer 
Coordinator for Rights & Permissions 
ASCD 
703-575-5443 
http://www.ascd.org  

 
 

 

http://ssomail.charter.net/do/redirect?url=http%253A%252F%252Fwww.ascd.org%252F�
http://ssomail.charter.net/do/redirect?url=http%253A%252F%252Fwww.ascd.org�
javascript:addContact('/do/mail/message/addMultipleContacts?recipient=from&l=en-US&v=ssomail',%20'INBOXDELIM14865');�
javascript:updateMultipleSenders('/do/mail/message/blockSenders?dummy=1&l=en-US&v=ssomail','INBOXDELIM14865');�
javascript:addContact('/do/mail/message/addMultipleContacts?recipient=to&l=en-US&v=ssomail','INBOXDELIM14865');�
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APPENDIX G 
 

PERMISSION TO USE PROFESSIONAL LEARNING COMMUNITY ASSESSMENT
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    From: Dianne Olivier [dianneolivier@centurytel.net] 
Sent: Tuesday October 16, 2007 6:03 PM 
To: Scoggins, Kim 
Subject: RE: permission to use your PICA in my dissertation study 

Attachments: PLCA Measure.doc; PLCA Brief Explanation.doc 

Kim, 

This correspondence is to provide permission to utilize the Professional Learning 
Community Assessment in your dissertation research study. 

I am attaching a copy of the PLCA and a brief PLCA summary. If you have not already done 
so, you may be interested in reviewing informationin our book, Reculturing Schools as 
Professional Learning Communities (Huffman & Hipp,2003). 

While we offer the use of our measure for your study, I am requesting that you share the results of 
your study. I know that my research team will be interested in your findings pertaining to the 
connection with leadership capacity and professional learning communities. 

Should you need any additional information, please let me know. I wish you continued 
success in your research study. Please let me know that you have received this memo. 

Thank you for your interest in our professional learning community measure. 

Dr. Olivier 

Dianne F. Olivier, 
Ph. D. Educational 
Specialist, LLC 
225 Ogden Street 
Breaux Bridge, 
LA 70517 (337) 
332-3914 
(Home/Office) 
(337) 303-0451 
(Cell) 
. 
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APPENDIX H 

UNIVERSITY OF NORTH TEXAS INSTITUTIONAL 

REVIEW BOARD INFORMED CONSENT FORM
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University of North Texas Institutional Review 
Board Informed Consent Form 

Before agreeing to participate in this research study, it is important that you read and 
understand the following explanation of the purpose and benefits of the study and how it 
will be conducted. 

Title of Study: The Impact of Leadership Capacity on the Progression of Professional 
Learning Communities 

Principal Investigator: Kimberly Scoggins. a graduate student in the University of North 
Texas (UNT) Department of Educational Administration 

Purpose of the Study: You are being asked to participate in a research study which 
involves determining if there is a relationship between leadership capacity and professional 
learning communities. 

Study Procedures: You will be asked to complete two surveys that will take about 
thirty minutes each of your time. 

Foreseeable Risks: No foreseeable risks are involved in this study. 

Benefits to the Subjects or Others: This study is not expected to be of any direct benefit 
to you, however it is possible that it will benefit school districts as they attempt to facilitate 
the creation of professional learning communities in their schools. 

Procedures for Maintaining Confidentiality of Research Records: The surveys do not 
have any identification numbers except for the letters A,B, C, or D which represents the 
school being studied. There will be no way for anyone to determine which staff member 
completed any particular survey. The consent forms will be kept separately from the 
surveys. The confidentiality of your individual information will be maintained in any 
publications or presentations regarding this study. 

Questions about the Study: If you have any questions about the study, you may contact 
J-Cimberly Scoggins_____ at telephone number 469-337-7985 or the faculty advisor, Dr. 
Jane Huffman , UNT Department of Educational Administration at telephone number 940-
565-2832. 

Review for the Protection of Participants: This research study has been 
reviewed and approved by the UNT Institutional Review Board (IRB). The 
UNT IRB can be contacted at (940) 565-3940 with any questions regarding 
the rights of research subjects. 

Office of Research Services 1 of __2_ 
University of North Texas 
Last Updated: August 9, 2007 



 

113 

Research Participants' Rights: Your signature below indicates that you have read or 
have had read to you all of the above and that you confirm all of the 
following: 

•    Kimberly Scoggins has explained the study to you and answered all of your 
questions. You have been told the possible benefits and the potential risks and/or 
discomforts of the study. 

•    You understand that you do not have to take part in this study, and your refusal to 
participate or your decision to withdraw will involve no penalty or loss of rights or 
benefits. The study personnel may choose to stop your participation at any time. 

•    You understand why the study is being conducted and how it will be performed. 
•    You understand your rights as a research participant and you voluntarily consent to 

participate in this study. 
•    You have been told you will receive a copy of this form. 

Printed Name of Participant 

Signature of Participant Date 

For the Principal Investigator: I certify that I have reviewed the contents of this form with 
the participant signing above. I have explained the possible benefits and the potential 
risks and/or discomforts of the study. It is my opinion that the participant understood the 
explanation. 

Signature of Principal Investigator Date 

APPROVED BY THE UNT ESB    From 10/26/07 to 10/25/08,    , 

Office of Research Services 2 of _2 
University of North Texas 
Last Updated: August 9, 2007 
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