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Abstract 

The principal is a true leader, exercising managerial and organizational leadership 

functions.  The demands on principals have changed and principals “are asked to lead in a 

new world marked by unprecedented responsibilities, challenges, and managerial 

opportunities” (Hess & Kelly, 2005, p. 1).  Leadership models such as the 

Transformational Leadership model and the Transactional Leadership model have 

promise, but seem to fall short of equipping leaders to meet the demands of leadership in 

this modern era (Avolio & Gardner, 2005).  The Authentic Leadership model, however, 

is distinct from other forms of leadership and is a model that will enhance trust, hope, and 

optimism (Endrissat, Muller, & Kaudela-Baum, 2007; Avolio, Gardner, Walumbwa, 

Luthans, & Douglas, 2004).  Trust in principals has been shown to have a positive 

relationship with teacher work engagement and student achievement (Tschannen-Moran 

& Hot, 2000).  This study used a Pearson correlation coefficient to examine the 

relationship between an assistant principals’ perception of their principal’s level of 

Authentic Leadership skills (independent variable) and the assistant principals’ 

perceptions of trust in their principal (dependent variable).  The Authentic Leadership 

Questionnaire (ALQ) was used to rate the assistant principals’ perceptions of their 

principals’ Authentic Leadership skills and the Workplace Trust Survey (WTS) was used 

to rate the assistant principals’ level of trust in their principal.  A cumulative Authentic 

Leadership score and the scores of four components of Authentic Leadership (relational 

transparency, internal moral perspective, balanced processing, and self-awareness) were 
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examined for a relationship with trust.  Findings indicated a significant positive 

relationship between assistant principals’ perceptions of their principal’s Authentic 

Leadership skills and their levels of trust in their principals.  There was also a positive 

relationship between each of the four components of Authentic Leadership and trust.  
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Chapter I 

Introduction 

The ultimate goal of every educator is to ensure that all students experience 

academic success.  Those who aspire to become central office administrators, principals, 

and teachers must invest time and money into collegial programs designed to prepare 

them for these roles.  Even after college, all educators are encouraged to continue their 

education, via conferences and professional developments, to retain their certifications 

and so they can maintain their knowledge of currently relevant and innovative research-

based instructional strategies.  Like teachers, principals focus on student success; 

however, unlike the role of the teacher who is responsible for a classroom, the principal is 

ultimately responsible for the academic achievement for every student on their campus.  

The role of the principal is critical in in creating an environment where students 

can succeed.  However, as the role of the principal has progressed through the 1900s, the 

pressures to attain academic success have increased.  Farkas, Johnson, Duffett, Syat, & 

Vine (2003) surveyed 925 principals, specifically target areas of frustration in education.  

They found that attempting to meet the unfunded mandates by the federal, state, and local 

governments is one of the top challenges in leading schools today.  These expectations of 

principals have added to the existing demands of “deciding on school policy, hiring and 

supervising staff; working with unions, contractors and suppliers; managing relations 

with the school board; managing school facilities; handling the press; working with 

elected officials; involving parents and so on” (Farkas et al, 2003, p. 11).  Hess & Kelly 

(2005) also claim that principals “are asked to lead in a new world marked by 

unprecedented responsibilities, challenges, and managerial opportunities” (p 1).  As a 
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result of these demands, current leadership practices are not working and newer 

leadership practices need to be explored.  

Avolio & Gardner (2005) indicated that current forms of leadership fall short of 

equipping leaders to effectively lead as a result of the unique stressors placed on them by 

their organizations.  However, Authentic Leadership is a model that is distinct from other 

forms of leadership and it will enhance trust, hope, and optimism (Avolio et al., 2004; 

Endrissat et al., 2007; Gardner, W. L., Avolio, B. J., Luthans, F., May, D. R., & 

Walumbwa, F., 2005).  Walumbwa, Avolio, Gardner, Wernsing, and Peterson (2008) 

define Authentic Leadership as “a pattern of leader behavior that draws upon and 

promotes both positive psychological capacities and a positive ethical climate, to foster 

greater self-awareness, an internalized moral perspective, balanced processing of 

information, and relational transparency” (p. 94).  This definition is the foundation for the 

four dimensions of Authentic Leadership: self-awareness, internalized moral perspective, 

balanced processing, and relational transparency (Walumbwa et al, 2008).  

Authentic Leadership is unique and an authentic leader is true to one’s self as well 

as to one’s core values.  The predominant characteristic of authenticity is that one’s 

behaviors will reflect their core values, thus not compromising their values as a result of 

social or situational pressures (Gardner et al., 2005).  Authentic leaders also possess 

positive values that instill qualities of hope, positive emotions, and trust in their followers 

(Avolio et al., 2004, Gardner et al., 2005; Gardner, W. L., Cogliser, C. C., Davis, K. M., 

& Dickens, M. P., 2011).  These qualities have a positive impact on followers’ work 

attitudes of: commitment, job satisfaction, meaningfulness, and engagement (Avolio et 

al., 2004).   
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Although many articles have analyzed leadership styles, there were limited 

articles that examined the Authentic Leadership skills in principals.  Much of the research 

on Authentic Leadership examined teachers’ perceptions of their principal’s Authentic 

Leadership skills and their perceptions of trust in their principal (Bird, Wang, Watson, & 

Murray, 2009; Bird, Wang, Watson, & Murray, 2012; Chaung & Bird, 2011).  There was 

no literature that describes the assistant principals’ perceptions of their principal’s 

Authentic Leadership skills.  This study examined the relationship between assistant 

principals’ perceptions of their principal’s Authentic Leadership skills (independent 

variable and their perception of trust (dependent variable) in the lead principal.   

Background of the Problem 

Examining the history of the principal gives a greater understanding about the 

evolution of the duties and responsibilities that surround this position.  It will also reveal 

that the leadership styles taught to principals has not changed much and needs to be 

revised.  There are many variables that help to foster academic success, but the role of the 

principal is one of the most significant (Sebastian & Allensworth, 2012).  The position of 

the campus principal has not always been viewed as the person of power and influence, 

but was a position of necessity created from a reaction to the changes in society.  The 

history of the principal reveals the development of leaders who are more than managers 

or disciplinarians, but also administrators, supervisors, instructional leaders, and 

politicians (Rousmaniere, 2007).   

In the late 1800’s, many early principals were called the “principal teacher;” and, 

though there were many variants with the model, the principal positions were originally 

created as a clerical role or as a manager to run the school.  These duties may have 
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included “assigning classes, conducting discipline, maintaining the building, taking 

attendance, and ensuring that school began and ended on time” (Kafka, 2009, p. 321).  

The roles of the modern principal still hold true to that of the first principals in that 

principals have always been “strategic, instructional, organizational, political, and 

community leaders” (Kafka, 2009, p. 328).   

Though the historical roles of the principal may appear to have some similarities 

to that of the present roles, many scholars claim that changes in society have ushered in 

mandates that have never been faced before.   Public schools are becoming overregulated 

and micromanaged (Farkas et al., 2003).  Farkas et al. (2003) stated that “the No Child 

Left Behind Act and special education are two areas of federal legislation that trigger a 

great deal of frustration” (p. 5).   

The addition of the No Child Left Behind Act (NCLB) placed lofty goals on the 

school districts which, in turn, translates into lofty campus and classroom goals. Kafka 

(2009) stated that NCLB caused a change in the expectations of the schools, which are 

now required to “resolve society’s social and educational inequities in a market-based 

environment” (p. 328).  Kafka (2009) argues that the principal has always been required 

to balance between supporting the demands of an existing entity and that of the 

improvement of the school.  Likewise, Hallinger (1992) indicated that the modern 

principal needs to view the federal goals as earlier principals viewed the district goals, 

and continue to focus on leading campuses and improving student learning.  The 

responsibility of the earlier principals were to meet the requirements of the mandates 

given to them and that modern principals need to adopt the same philosophy in solving 

their challenges.   
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Despite the differing philosophies about how to approach the changing demands 

of the principal, the pressures to meet state and federal guidelines have increased and 

added additional stress to an already difficult occupation.  The State of Texas 

Assessments of Academic Readiness, also known as STAAR, has been the focus of many 

conversations among those who work in public schools.   During the 2012-2013 

academic year, all grade levels, except the eleventh grade, made a change from their 

current state assessment to one that was entirely different.  The change was from the 

Texas Assessment of Knowledge and skills (TAKS) to the State of Texas Assessments of 

Academic Readiness (STAAR).  The new test assessed new criteria which meant that 

teachers and principals needed to reexamine what was being taught and how it was being 

taught.  

The pressures to help students meet the minimum passing standards on these tests 

seemed insurmountable.  As a result, many, if not most, of the schools across Texas have 

asked their teachers put in extra hours to provide extra remediation to students in an 

attempt to better prepare them to take the state exams.  This remediation may take the 

form of assigning students tutorials before or after school, pulling students out during 

their daytime tutorial period into strategic intervention classes, and/or inviting them to 

attend weekend intervention camps.  The teachers are the ones who were called upon to 

prepare the extra lessons and provide the extra instruction for these remediation classes; 

the principals were the ones who need to find a way to make it happen, such as modifying 

the schedule so students and teachers will have extra time to meet.   

Principals have the responsibility of maintaining a positive climate and culture 

which includes monitoring the stress levels of teachers.  One recent study found that 20% 
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to 25% of teachers experience high levels of stress as a result of their job (Kipps-

Vaughan, 2013).  Kipps-Vaughan (2013) stated that, “Principals should be concerned 

about the effect of teacher stress on the academic outcomes of students since the effects 

of stress on individual teachers affect the classroom environment and learning” (p. 44).  

As the campus leader, it is suggested that the principal now needs to take on another 

assignment and incorporate stress reduction programs into the school improvement plan 

(Kipps-Vaughan, 2013).  

The added tension from state assessments has made the role of the principal 

increasingly more difficult.  Administrators struggle to find a balance between working 

teachers to exhaustion, in an attempt to maximize the school’s potential, while also 

maintaining a positive climate and culture.  In some cases, the pressures to meet federal 

and state demands of student performance have resulted in unethical behaviors by 

administrators attempting to mask inadequate student scores.  A CNN report by Paul 

Frysh (2011) reported that Beverly Hall, the superintendent of the Atlanta Public School 

District (APS), and 177 other educators were responsible for or indirectly accused of 

cheating on the state’s standardized test.  A former teacher in the report stated that then 

superintendent Hall threatened to replace campus principals in APS if their students’ 

scores did not meet the district’s minimum standards within a three year time period.  

Consequently, three years after making that statement, Hall replaced 90% of the 

principals in the district as a result of low performance (Frysh, 2011).  The pressure to 

meet the state and federal goals for student performance influenced educators in APS to 

go against professional ethical standards, and falsify their students’ test results.  The 

unethical behaviors in Atlanta Public Schools seems to be alarming.  However, this type 
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of behavior is not just localized in Atlanta.  Frysh (2011) indicated that there were 1,610 

documented cases of test tampering in six other states between 2009 and 2010.   

It is disturbing that principals have behaved in unethical ways even though they 

have been taught to adhere to positive ethical standards.  The SBEC developed nine 

principal competencies that reflect the knowledge and skills a principal needs to know 

before getting a principal certification.  Several of these competencies specifically deal 

with ethical behaviors.  For instance, Domain 1, Competency 003 specifically stated: 

“The principal knows how to act with integrity, fairness, and in an ethical and legal 

manner” (State Board, 2006, p. 7).  In regards to ethical standards it is stated:   

The principal knows how to model and promote the highest standard of conduct, 

ethical principles, and integrity in decision making, actions, and behaviors; 

implement policies and procedures that promote professional educator compliance 

with The Code of Ethics and Standard Practices for Texas Educators; apply 

knowledge of ethical issues affecting education; and apply laws, policies, and 

procedures in a fair and reasonable manner. (State Board, 2006, p. 7)   

Some claim that principals cannot follow the standards, because there is a flaw in 

the way they were trained.  Although a few training programs have made alterations to 

correct this problem, there has been little change in the way that principals are trained to 

adapt to these ethical standards. Quinn (2005) stated,  

For too long, many principals have employed the ‘command and control’ 

leadership models they were taught in a previous era.  There is growing consensus 

that these models do not work in today's school environments, where shared 
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decision-making is validated by research and the practice of enlightened 

principals. (p. 15)   

Quinn (2005) contends that “leadership development programs provided by universities 

have not adequately prepared principals to undertake the new demands of school 

administration” (p. 14).  Quinn (2005) asserts that many of the skills taught to a principal 

are “devoid of a reality base, providing course work that is too theoretical and simply 

unrelated to the daily tasks principals face” (p. 14).  The SBEC ethical standards may 

have been taught in theory, but they lack the practical application. 

Researchers of Authentic Leadership have indicated that, like principals, many 

organizational leaders are not equipped to meet the demands of leadership in this modern 

era (Avolio & Gardner, 2005; Gardner et al., 2005).  “Post 9/11 economic hardships and 

unrelenting changes in today’s environment are disrupting organizational dynamics, 

creating increases in employee anxiety, declines in loyalty, and mistrust of management 

in far too many work places” (Gardner & Schermerhorn, 2004, p. 270).  These challenges 

are too daunting for our current organizational leaders and have resulted in gross 

corporate misconduct (Gardner & Schermerhorn, 2004).  This has become the stimulus 

for analyzing genuine forms leadership and focusing on a leadership style that restores 

confidence (Avolio & Gardner, 2005, p. 316).  

In an effort to help leaders become more effective, researchers have analyzed 

various components of leadership.  These observations have helped in the creation of 

some effective models of leadership.  The Full Range of Leadership (FLR) model, for 

instance, defines three leadership styles: Laissez-faire Leadership, Transactional 

Leadership, and Transformational Leadership (Bass & Riggio, 2006).  Although 
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Transformational Leadership is listed as the most effective and frequently used leadership 

model, all leaders utilize some of the other forms of leadership to some degree (Bass& 

Riggio, 2006).   

The Authentic Leadership model, however, is distinct from other forms of 

leadership and is a model that will enhance trust, hope, and optimism (Avolio et al., 

2004; Endrissat et al., 2007; Gardner et al., 2005).  These leadership qualities are the 

answer to meeting the overwhelming challenges in today’s organizations.  Walumbwa, 

Wang, Wang, & Schaubroeck (2010)  stated that, “A truly effective authentic leader is 

one who encourages his or her followers to not only be more engaged with their work but 

also themselves be more open, ethical, and self-aware” (p. 911).   “Interventions aimed at 

enhancing the Authentic Leadership of supervisors would seem beneficial to the extent 

they improve followers' positive work behaviors” (Walumbwa et al., 2010, p. 911).  In 

organizational business, for example, managers have demonstrated an increase in 

employee engagement and citizenship behaviors by emphasizing components of 

Authentic Leadership (Walumbwa et al., 2010).  Principals, as educational leaders, could 

also use Authentic Leadership skills to instill confidence and trust in followers.  Bird, 

Wang, Watson, & Murray (2012) found a positive relationship between teachers’ 

perceptions of their lead principal’s Authentic Leadership skills and their perceptions of 

trust in their lead principal.  These findings help to validate excerptions by researchers 

who indicated that followers of authentic leaders have heightened levels of trust in their 

leader (Gardner et al., 2005).  The practicalities of this finding is that trust also has a 

positive impact on followers’ work attitudes of: commitment, job satisfaction, 

meaningfulness, and engagement (Avolio et al., 2004).  Trust in principals is also 
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instrumental in “student achievement, teachers' collective sense of efficacy, and overall 

school effectiveness” (Tschannen-Moran, & Hoy, 2000, p. 584).   

Statement of the Problem 

 The literature that described the dynamics between a principal’s Authentic 

Leadership skills and their influence on their followers was lacking.  Although there were 

several studies that examined the relationship of teachers’ perceptions of their principal’s 

Authentic Leadership skills and the teachers’ perception of trust in their principal, there 

were no studies found that examined the relationship between assistant principals’ 

perceptions of their principal’s Authentic Leadership skills and assistant principals’ 

perception of trust in their principal.  

Purpose of the Study 

This study was a quantitative study that used a Pearson correlation coefficient to 

examine the relationship between an assistant principal’s perception of their principal’s 

levels of Authentic Leadership skills and the assistant principal’s perceptions of trust in 

their principal.  Trust is “an important construct to the operation of schools and the 

communities they serve” (Bird et al., 2012, p. 432). 

Research Questions 

1. Is there a relationship between the assistant principal’s perception of their principal’s 

composite Authentic Leadership skills using the Authentic Leadership Questionnaire 

(ALQ) and the assistant principal’s perception of trust in their principal as measured 

by the Workplace Trust Survey (WTS)? 
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2. Is there a relationship between the assistant principal’s perception of their principal’s 

relational transparency as measured by the ALQ and the assistant principal’s 

perception of trust in their principal as measured by the WTS? 

3. Is there a relationship between the assistant principal’s perception of their principal’s 

internal moral perspective as measured by the ALQ and the assistant principal’s 

perception of trust in their principal as measured by the WTS? 

4. Is there a relationship between the assistant principal’s perception of their principal’s 

balanced processing as measured by the ALQ and the assistant principal’s perception 

of trust in their principal as measured by the WTS? 

5. Is there a relationship between the assistant principal’s perception of their principal’s 

self-awareness as measured by the ALQ and the assistant principal’s perception of 

trust in their principal as measured by the WTS? 

Hypothesis 

H0:  There is not a relationship between the assistant principal’s perception of 

Authentic Leadership skills in the lead principal as measured with the ALQ and the 

assistant principal’s level of trust in the lead principal as measured with the WTS. 

H1:  There is a relationship between the assistant principal’s perception of 

Authentic Leadership skills in the lead principal as measured with the ALQ and the 

assistant principal’s level of trust in the lead principal as measured with the WTS. 

Research Design 

The participants of the study were 63 secondary assistant principals from 

Greengrass Independent School District, a midsized Gulf Coast school district.  This 

school district was chosen because it was a convenient sample based on its location.  The 



12 

 

 

 

study was a quantitative study that used a Pearson correlation coefficient to examine the 

relationship between an assistant principal’s perception of their principal’s level of 

Authentic Leadership skills and the assistant principal’s perceptions of trust in their 

principal.  The Authentic Leadership Questionnaire, (ALQ) developed by Avolio and his 

colleagues (Avolio, Gardner, & Walumbwa, 2007), was used to determine the assistant 

principal’s perception of Authentic Leadership skills in the lead principal.  The 

Workplace Trust Survey (WTS), developed by Ferres and Travaglione (2003) (as cited in 

Bird et al., 2012), was used to determine the assistant principal’s level of trust in the lead 

principal.  A Pearson correlation coefficient was used to examine a possible relationship 

between the assistant principal’s perception of Authentic Leadership skills in the lead 

principal and the assistant principal’s level of trust in the lead principal.  

Theoretical Framework 

The theoretical framework utilized the components of authentic leadership.  

According to Walumbwa et al. (2008), an authentic leader is defined as one who exhibits 

four types of behaviors: relational transparency, internalized moral perspective, balanced 

processing, and self-awareness.  Authentic leaders instill high levels of trust in their 

followers (Gardner et al., 2005), which is linked to followers’ work attitudes of: 

commitment, job satisfaction, meaningfulness, and engagement (Avolio et al., 2004).   

Trust in principals is a quality that has also been found to have a positive relationship 

with teacher commitment and student achievement (Bird et al., 2012; Tschannen-Moran 

& Hoy, 2000).   
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Assumptions, Limitations, and Scope 

This study collected data from the ALQ and the WTS.  It is assumed that the 

participants rated these surveys honestly.  A limitation is that the sample size was small. 

This study only used a sample size of 63 secondary assistant principals, all of whom work 

in the same school district.  Only 31 secondary assistant principals chose to participate in 

this study, out of the 63 who were approached.  This sample size will not lend itself to be 

generalized to other educational settings.   

The scope of the study included 63 secondary administrators.  The participant 

pool consisted 24 secondary assistant principals from ten intermediate campuses and 39 

secondary assistant principals from six high school campuses of a midsized Gulf Coast 

school district.  The 63 potential participants were from sixteen different secondary 

campuses. 

Definition of Terms 

 Texas Assessment of Knowledge and skills (TAKS):  The Texas Assessment of 

Knowledge and Skill (TAKS) assessments, according the Texas Education Agency, 

“…are designed to measure the extent to which a student has learned and is able to 

apply the defined knowledge and skills at each tested grade level” (Texas Education 

Agency, 2015).  Each student was required to pass the reading test at grade three, 

reading and mathematics tests at grade five, and reading and mathematics tests at 

grade eight in order to be eligible to be promoted to the next grade level.  Also, 

students in grade eleven needed to pass exit level tests in Math, English Language 

Arts, Science, and Social Studies in order to be eligible for graduation from high 
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school.  The high school TAKS assessments are required for any student enrolled in 

grade nine in 2010 and 2011 or earlier (Texas Education Agency, 2015).  

 The State of Texas Assessments of Academic Readiness (STAAR):  According to the 

Texas Education Agency (2015), The State of Texas Assessment of Academic 

Readiness (STAAR) replaced the TAKS test for the state of Texas in 2012.  The 

STAAR assessments include: Reading and Math for grades three through eight, 

Writing for grades four and seven, Science for grades five and eight, Social Studies for 

grade eight, and end-of-course assessments for English I, English II, Algebra I, 

Biology and U. S. History.  

 Texas Essential Knowledge and Skills (TEKS):  The Texas Education Agency defines 

the Texas Essential Knowledge and Skills (TEKS) as the state standards for what 

students should know and be able to accomplish by the end of each grade from 

Kindergarten through grade twelve (Texas Education Agency, 2015). 

 End Of Course (EOC) exams:  The End-Of Course (EOC) exams are the exit level 

STAAR exams.  The EOC content areas include English I, English II, Biology, 

Algebra I, and U. S. History (Texas Education Agency, 2015).  

 No Child Left Behind Act (NCLB) of 2001:  On January 3, 2001, the One Hundred 

Seventh Congress of the United States of America passed the No Child Left Behind 

Act “to close the achievement gap with accountability, flexibility, and choice, so that 

no child is left behind” (U.S. Department of Education, 2015). 

 Highly Qualified Teachers:  The U.S. Department of Education (2015) defines highly 

qualified teachers as teachers who have: “1) a bachelor’s degree, 2) full state 

certification or licensure, and 3) prove that they know each subject they teach”.  
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 State Board for Educator Certification (SBEC):  The State Board for Educator 

Certification (SBEC) was created by the Texas Legislature in 1995.  The SBEC has 11 

members appointed by the governor for a six-year term and “…the board oversees the 

preparation, certification, and standards of conduct for public school educators” 

(Texas Education Agency, 2015). 

Summary 

The principal position it has become more than just a managerial job.  The 

principal is a true leader, exercising managerial and organizational leadership functions.  

The demands on principals have changed and principals “are asked to lead in a new 

world marked by unprecedented responsibilities, challenges, and managerial 

opportunities” (Hess & Kelly, 2005, p. 1).  Principals are expected to be leaders who 

exercise professional ethical competencies, but increasing pressure to produce near-

perfect results has created unrealistic expectations and principals using unethical means 

to reach them (Frysh, 2011).   

As a result of increasing pressure on principals to succeed, some theorists have 

begun to analyze successful leadership practices of principals.  The influence of 

successful leadership of the principal, whether direct or indirect, has a significant impact 

on student learning (Leithwood, 2004).  Leadership models such as the Full Range 

Leadership (FLR) model and the Transformational model have promise, but seem to fall 

short of what is currently required by Principals.  These challenges have become the 

stimulus for analyzing genuine forms leadership and focusing on a leadership style that 

restores confidence, hope and optimism (Avolio & Gardner, 2005, p. 316).   
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Authentic Leadership is a model that could be the answer to meeting the 

leadership challenges in today’s organizations.  Walumbwa et al. (2010) stated, “A truly 

effective authentic leader is one who encourages his or her followers to not only be more 

engaged with their work but also themselves be more open, ethical, and self-aware” (p. 

911).  The Authentic Leadership model is distinct from other forms of leadership and is a 

model that will enhance trust, hope, and optimism (Avolio et al., 2004; Endrissat et al., 

2007; Gardner et al., 2011).   

Authentic Leadership enhances trust, a critical element in fostering organizational 

success.  Trust in supervisors is positively related to worker engagement (Bird et al., 

2009; Chughtai, A. A., & Buckley, F., 2009; Chughtai, A., Byrne, M., & Flood, B., 

2014).  Trust in principals is also related to student achievement.  Teacher trust in the 

principal is positively related to teacher work engagement and student achievement 

(Chughtai, A. A., & Buckley, F. 2009; Tschannen-Moran & Hoy, 2000).  

Chapter 2 will go into more depth about the history and duties of the principal, the 

frustrations and challenges associated with the principal position and the assistant 

principal position, traditional training methods used to train principals, current leadership 

strategies which include the Full Range Leadership model and the Transformational 

Leadership model, Authentic Leadership as a model that can be used to help leaders meet 

the current demands of leadership, and trust will be defined.  A complete and thorough 

description of these topics will be given in order to examine the challenges of the 

principal, leadership strategies, and how leadership influences others. 



 

 

 

 

Chapter II 

Review of Literature 

History of the Principal Position 

1800s.  The school principal position was the result of a changing society.  

According to Kafka (2009), the enrollment of students in America between 1870 and 

1898 rose from 7,000,000 to 15,000,000.  This rise in student attendance meant that 71% 

of American children between the ages of 5 to 18 were attending school (Kafka, 2009).  

The growth in the number of students attending school had a direct impact on the 

institution of American education.  The increase in the number of students was a 

reflection of the increased importance of education in society (Kafka, 2009).   The 

increased focus on the importance of education propelled the roles of the teacher and of 

the principal to become honored figure heads in the communities.  

As a result of increased student attendance in the late 19th century, schools began 

to separate the students into classes according to their grade levels.  As a result, a need 

arose for someone to manage the building and resources for these classes (Rousmaniere, 

2007).  Typically, they were managed by a single teacher who was referred to as the 

“principal teacher” (Kafka, 2009, p. 321).  The “principal teacher” position was created 

to complete any clerical duties needed to run the school and to take on the administrative 

responsibilities which may include “assigning classes, conducting discipline, maintaining 

the building, taking attendance, and ensuring that school began and ended on time” 

(Kafka, 2009, p. 321).  The “principal teacher” was someone with experience as a 

classroom teacher, probably a man, who also was expected to teach in addition to 

carrying out their clerical and administrative duties (Kafka, 2009).  The name of the 
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position was not clearly established and they were sometimes called the “head teacher” or 

“teaching principal” as well as the “principal teacher” (Rousmaniere, 2007). 

Later, the name changed to just the principal, and the duties began to increase.  

The principal was an overreaching authority at the school who conducted additional 

administrative tasks and who also reported to the district officer.   “Created as a conduit 

between the district and the classroom, the principal became an educational middle 

manager in an increasingly complex school bureaucracy” (Rousmaniere, 2007, p. 1).  By 

the late 19th century, many of the urban schools in Canada, as well as America, had a 

principal (Rousmaniere, 2007).  The principal had little or no set job description or 

guidelines, and they also had no regulations regarding their relationships with their 

superiors or their teachers (Rousmaniere, 2007).  

Even though principals had no other credentials or training the position continued 

to acquire a plethora of responsibilities.  Rousmaniere (2007) stated that the principals 

were either “the longest serving teacher, or the teacher most liked by the school board, or 

the teacher willing to do the work” (p. 8).  However, by the late 1800s, educational 

structures were beginning to resemble the districts of today with a governing board, 

superintendents who conducted campus visits, and principals who were required to 

observe teacher instruction on a daily basis (Kafka, 2009).   

As the duties of the principal began to take root during the late 1800s, the 

formation of various roles, such as administrator, manager, and disciplinarian, began to 

cause the principal to separate from the ranks of the teacher.  Principals began to acquire 

some local authority as leaders in the community, increasing the prestige and 
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professionalism of the principal (According to Kafka, 2009).  This trend would continue 

to increase toward the beginning of the 1900s.  

 

1900s.  As America entered into the early 1900’s, principals began to form 

professional organizations which, in turn, helped to qualify the role of an administrator 

(Kafka, 2009).  The National Association of Secondary School Principals (NASSP) was 

established in 1916, and the National Association of Elementary School Principals 

(NAESP) in 1921 (Kafka, 2009).  These organizations were rooted in the National 

Education Association (NEA) and helped to delineate the principal position from that of a 

teacher by encouraging states to pass laws requiring principals to obtain an additional 

certification.  These certifications also raised the status of the principal by requiring them 

to have higher academic qualifications and specialized expertise (Kafka, 2009; 

Rousmaniere 2007).  From 1923 to 1934, the number of American states that required 

principals to have an administrative certificate rose from seven to twenty seven 

(Rousmaniere, 2007).  

Even though these changes were taking place, many still saw the principal as a 

teacher; it seemed unclear where the role of the teacher and the role of the administrator 

differed.  In some ways the principal was seen as a teacher, but with better pay and with 

more responsibilities.  However, the every growing distinction of the principal as a 

prestigious leader continued to grow (Kafka, 2009).  Rousmaniere (2007) stated that 

although the principal’s office became more prevalent during the mid-20th century, it was 

still unclear where the “loyalties and professional attributes of the principalship lay” (p. 

14).  The responsibilities that the principal had to the district office and to the classroom 
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caused the role to be unclear at times as to whether they were an administrator or a 

teacher (Rousmaniere, 2007).   

Influenced by then-modern administrative practices and scientific management, 

the role of the principal began to possess “a hierarchical decision-making structure, and 

an occupational culture of rationality” (Rousmaniere, 2007, p. 2).  This structure 

established the vertical alignment of power for the schools (Rousmaniere, 2007).   As a 

result, many urban school districts began to hire associate superintendents in an attempt 

to supervise the local schools (Kafka, 2009).    

Even though this vertical alignment of educational administration was beginning 

to establish itself, it was also essential that the principal had the autonomy to lead their 

schools (Kafka, 2009).  As the structure of power and autonomy began to take shape, the 

roles of the principal began to change.  The principal’s role began to shift from a 

mundane administrator to more of a supervisor (Rousmaniere, 2007).  The 

responsibilities of the principal began to include the authority to hire and fire, the 

delegation of additional responsibilities, and the recommendation of campus educators 

for promotions (Rousmaniere, 2007).  The role of the principal began to separate itself 

from that of the teacher and it also raised the principal’s level of prestige (Kafka, 2009).   

The demands associated with the supervisor responsibilities also meant that the 

principals were being pulled from the classroom and teaching responsibilities.  By the 

mid-1930s, 70% of many principals in rural elementary schools were not required to 

teach (Rousmaniere, 2007).  Instead of teaching in the classroom, the principals were 

now being viewed as teachers of teachers (Kafka, 2009).  
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Although the teachers seemed to embrace the principal as a school head who 

provided discipline and order, they were becoming concerned about losing their 

autonomy in the classroom (Rousmaniere, 2007).  This concern spurred on the formation 

of protective teacher organizations (Rousmaniere, 2007).  These organizations excluded 

the principals who appeared to be an administrative force that would limit classroom 

autonomy (Rousmaniere, 2007).  The organizations also viewed the principal as an agent 

of the district.   Many of the teacher organizations’ primary objectives were directed 

toward district matters such as district policies, salaries, pensions, tenure, and working 

conditions.  The principal, being an agent of the district, would have a conflict in 

supporting the district’s will and advocating for the teachers (Rousmaniere, 2007).  

Many of the principals were not always in agreement with district policy and 

wanted to advocate for their teachers.  The principals had many of the same concerns that 

the teachers had in regards to class size, autonomy, and school funding (Rousmaniere, 

2007).  The principal had to strategically sift through the agendas of the district and the 

practice of what was best for the campus.  Both the principal and the teacher shared the 

same boss and failure to meet the district officer’s expectations may result in the principal 

losing his/her job (Rousmaniere, 2007). 

Principals began to reach beyond parents and started to develop additional 

relationships with other stakeholders in their communities (Kafka, 2009).  The principals 

used their growing status as a prestigious educational leader to become leaders in the 

community as well (Kafka, 2009).  Unfortunately, the responsibilities of becoming a 

community leader seemed to be criticized by those who believed that the principal 

needed to spend more time on campus and monitoring what was happening in the 
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classroom (Rousmaniere, 2007).  Restrictive attitudes like this made the newly formed 

office of the principal an undesirable place for those who were innovative (Rousmaniere, 

2007).  

In the 1960s and 1970s, the principal began to take on a new role as an agent of 

change.  Principals were now expected to oversee federal sponsored entitlement 

programs, which created a direct influence in the involvement of the federal government 

(Hallinger, 1992).  Hallinger (1992) stated that “as a result of increased federal 

intervention in local policy, principals came to be viewed as potential change agents” (p. 

2).  This shift was significant, because it was the first time that the principal was required 

to implement goals that were designed by others outside the school district (Hallinger, 

1992).  The motivation for many of the principals in completing these goals was centered 

more on compliance rather than improving student learning.  This may seem as though 

the federal government was taking away the power, the influence, and the effectiveness 

of the principal position; however, despite the federal influence “principals made a 

difference in the quality of schools as experienced by teachers and students” (Hallinger, 

1992, p. 2).   

The modern roles of the principal have continued evolve into various 

responsibilities such as supervisor of staff, instructional leader, disciplinarian, community 

relations liaison, and crisis management director (Rousmaniere, 2007).  These 

responsibilities may seem different than that of the principals of the 1900s, but the roles 

of the modern principal may have some similarities in that principals have always been 

strategic, instructional, organizational, political, and community leaders.  Kafka (2009) 

described the new roles and expectations, 
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what appears most new for school principals today is the political environment 

that surrounds their work. That is, as government officials, policymakers, and 

district leaders increasingly seek to hold schools individually accountable for 

student achievement, they inevitably focus on the individual leaders of those 

schools—the principal—as agents of success or sources of failure. (p. 319)  

Recent Demands for Principals 

Though there are many variables that work together to help to foster student 

success, effective principals seem to be one of the most significant.  According to Mast 

(2011), “Principals are an integral component in the success of students and impacting 

their achievement in schools.” (p. 31).  Although the principal is a highly valued 

individual on a school campus, the increasing demands of the job seems to be influencing 

their effectiveness.  Moreover, as the role of the principal has progressed through the 

1900s, the pressure for academic success from the political bodies may have become 

greater.  For example, Farkas et al. (2003) analyzed a survey taken from 925 principals 

which specifically targeted areas of frustration in education.  They found that the lack of 

funds and the implementation of mandates by the federal, state, and local governments to 

be the top challenges for current principals.  These expectations for principals have been 

added to the existing demands of “deciding on school policy, hiring and supervising staff, 

working with unions, contractors and suppliers, managing relations with the school 

board, managing school facilities, handling the press, working with elected officials, 

involving parents and so on” (Farkas et al, 2003, p. 11).  Likewise, Hess & Kelly (2005) 

stated that the demands on principals have changed, and principals “are asked to lead in a 
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new world market by unprecedented responsibilities, challenges, and managerial 

opportunities” (p 1).    

The No Child Left Behind Act (NCLB) has placed goals on the school districts 

which in turn translate to the campus and classroom goals.  This, in turn translates into 

more responsibilities for the principal.  The NCLB has caused a change in the 

expectations of the schools, which are now required to “resolve society’s social and 

educational inequities in a market-based environment” (Kafka, 2009, p. 328).   

The consequences for not meeting the new governmental demands can be 

extremely severe.  Quinn (2005), for example, adds that failure to meet the accountability 

measures of NCLB means “can lead to serious penalties, including replacement of the 

principal or even state takeover of the school” (p. 13).  Principals seem to be faced with 

no ultimatum but to succeed.  Failure to do so could result in termination.  The added 

tension of meeting the federal standards, via the state assessments, has made the role of 

the principal increasingly more difficult.  Administrators are having a difficult time 

requiring their teachers to put in extra efforts without overloading their already busy 

itineraries.   

In some cases the pressures to perform have resulted in unethical behaviors by 

administrators attempting to hide their students’ low scores.  The superintendent of the 

Atlanta Public School district (APS), Beverly Hall, and 177 other educators were 

responsible for, or indirectly accused of, cheating on the state’s standardized test.  A 

former teacher in the report stated that then superintendent Hall threatened to replace 

campus principals in APS if they did not meet district goals in a three year time period.  

Three years after making that statement Hall replaced 90% of the principals in the district 
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because of low performance scores (Frysh, 2011).  It seems as though the pressure to 

meet the state and federal goals for student performance influenced the superintendent 

and 177 other educators in APS to go against professional ethical standards, and falsify 

their students’ test results.   

The unethical behaviors by the superintendent and the principals in Atlanta Public 

Schools is disturbing.  However, this type of behavior is not just localized in Atlanta.  

There were 1,610 documented cases of test tampering in six other states between 2009 

and 2010 (Frysh, 2011).  This is behavior continues even though principals have been 

taught to behave otherwise. 

In order to assure that principals know what ethical behaviors are expected of 

them, the SBEC developed nine principal competencies that reflect the knowledge and 

skills a principal needs to know before getting a principal certification.  The 

competencies cover a variety of topics such as student success, instructional leadership, 

professional development, community relations, politics, cultural awareness, problem 

solving, decision making, budgeting, human resources, student safety, and ethical 

standards.  Competency 003 stated: “The principal knows how to act with integrity, 

fairness, and in an ethical and legal manner” (SBEC, 2006, P. 7).  These standards, 

though numerous, must become part of every successful principal’s character and 

reflective in their actions.   

Recent Demands for Assistant Principals 

The assistant principal adheres to similar expectations of a principal.  There 

responsibilities usually include monitoring students, monitoring teachers, and campus 

management.  The training and certification for both the principal and the assistant 
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principal positions are the same.  Although the principal and the assistant principal have 

similar training, the job description, job tasks, and job related stress is somewhat 

different.  Oleszewski et al. (2012) stated that many times assistant principals lack 

specific direction in regards to their job description.  The reasoning is that most of the 

principals, or other supervisors, assign the assistant principals various responsibilities as 

they see fit (Militello et al. 2015).  According to Oleszewski et al. (2012), the three major 

job tasks of an assistant principal are student management, instructional leadership, and 

personnel management.  These varied and obscure job expectations coupled with unclear 

goals may be the source of frustration and decreased job performance experienced by 

many assistant principals (Oleszewski et al., 2012). 

Student management has been a responsibility of assistant principals for several 

decades (Oleszewski et al., 2012).  As a part of student management, discipline also 

consumes much of the assistant principals’ time.  Student discipline is the number one 

duty or responsibility of most assistant principals in the United States (Oleszewski et al., 

2012).  Student discipline is a managerial duty and the time spent on it keeps assistant 

principals from performing other duties. 

Assistant principals are also required to become instructional leaders (Oleszewski 

et al., 2012).  This responsibility as an instructional leader has been added the assistant 

principals’ seemingly unending list of duties.  As an instructional leader, the assistant 

principal must “strive to be an integral part of the instructional program to transform 

twenty-first century schools” (Oleszewski et al., 2012, p. 265).  Barnett et al. (2012) 

contends that the immergence of strenuous academic performance demands on public 

schools has forced the role of the assistant principal to transform from that of a 
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manager/disciplinarian to an instructional specialist whose primary purpose will be to 

enhance the instructional program of a school.  This does not mean that assistant 

principals will abandon their roles as disciplinarians and managers, but their roles will be 

repurposed to include instructional leadership responsibilities (Barnett et al., 2012).  

These new roles as instructional leaders will require assistant principals to find extra time 

to become trained and to stay current in instructional concepts.   

The constant growth in the number of responsibilities required by assistant 

principals is becoming almost unachievable (Barnett et al., 2012).  Spending a majority of 

time with managerial duties distracts from the opportunities to participate in more 

leadership roles (Militello, Fusarelli, Mattingly, & Warren, 2015).  Militello et al. (2015) 

report that the growth in the number of duties of an assistant principal has become 

insurmountable; and, the only way for an assistant principal to accomplish all of their 

duties would be to double the number of assistant principals and reduce the number of 

students on campuses.   

Traditional Training for Principals 

 Since the academic training to become a principal is the same for assistant 

principals, many principals have used their experience as an assistant to prepare them for 

their current roles.  Neither teaching experience, nor traditional preparation through the 

universities, does an adequate job of training first year assistant principals (Hartzell, 

1994).  Although the assistant principals may be assigned duties that involve instructional 

leadership, student discipline, and personnel management, these responsibilities do not 

seem to help prepare them for the duties required of the principal (Oleszewski et al., 

2012).  
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 Many university programs do not adequately prepare principals for the various 

tasks and responsibilities required of them (Davis, Darling-Hammond, LaPointe, & 

Meyerson, 2005; Militello et al. 2015).  The traditional training methods for principals 

are lacking because the standards used to screen candidates, select candidates, and 

graduate candidates are not well defined, implemented, and have low qualifications 

(Davis et al, 2005).  The low standards are producing principals who cannot transition 

from that of manager to that of an effective instructional leader (Davis, et al, 2005).   

Traditionally, the assistant principal position has been used as a training ground 

for those who become principals.  Most current principals were trained from the 

traditional training method and do not know how to prepare current assistant principals to 

become principals (Militello et al., 2015).  Assistant principal expectations in work trends 

have changed to “relationship building (inside and outside the school building), increased 

involvement in curriculum and instruction, and promoting research-based positive student 

outcomes” (Militello et al., 2015, p. 198).  Unfortunately, assistant principals are 

encumbered with so many managerial duties, which have been indiscriminately assigned 

to them by the principal, that they are unable to meet the obligations of the new work 

trends nor acquire the skills necessary to become a principal (Militello et al., 2015). 

 The traditional training model for assistant principals seems inadequate at training 

them to meet the current demands of the educational environment.  As a result, other 

leadership training models might hold some promise in adequately preparing principals to 

lead in the current educational environment.  Although more traditional leadership 

models such as Transactional Leadership and Transformational Leadership have value, a 

more recent leadership model, Authentic Leadership, will be defined in its entirety.  
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Working Definitions of Leadership 

Leadership is much more complex than one person following another person’s 

directives.  Leadership involves key components that include: motives, resources, power, 

and relationships (Burns, 1978).  These components were recognized by behavioral 

analysts who sought to understand how leaders possess influential power over others.  

Leadership models that come from these theorists are merely a recognition of 

components that have been attributed to great leaders.   

One such analyst is James MacGregor Burns.  Burns (1978) stated that a 

prerequisite to understanding leadership is to understand power.  Two vital elements of 

power are motive and resource.  Each of these elements must be present in order to 

accomplish a task or goal.  For example, if a motive to complete a task exists, but the 

resources to accomplish the task does not exist, then the power to complete the task does 

not exist.  Likewise, if the resources are available to accomplish a task, but the motive is 

absent, then the power needed to complete the task is also null (Burns 1978).  Burns 

(1978) stated that understanding the essence power is critical in understanding the nature 

of leadership.  Power, or influence, over others is relational (Burns, 1978).  When those 

with like motives or purposes come together, then leadership can be exercised.  It is 

important to note, “All leaders are actual or potential power holders, but not all power 

holders are leaders” (Burns, 1978, p. 18).  Some may have power over resources and thus 

wield power.  These power wielders may treat people like things or resources, but true 

leaders do not (Burns, 1978).  

James MacGregor Burns, along with his insight of successful leadership practices, 

introduced Transformational Leadership in a publication entitled Leadership in 1978 
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(Burns, 1978).  It has since been extensively studied and has given birth to a more recent 

model, authentic leadership.  Authentic Leadership is the partial convergence of Full-

Range Leadership, which includes Transformational Leadership, and Ethical Leadership 

(Luthans & Avolio, 2003; Walumbwa et al, 2008).   

Full Range Leadership Model.  The full range leadership (FLR) model is 

comprised of several leadership models: Laissez-faire Leadership, Transactional 

Leadership, and Transformational Leadership (Bass & Riggio, 2006).  The FLR model, 

developed by Avolio and Bass in 1991, does not limit leaders as displaying only one 

leadership style; but, it is all inclusive in the premise that leaders may display parts of 

each leadership style at different times depending on the circumstances (Bass & Riggio, 

2006).  However, more effective leaders rarely display Laissez-faire Leadership; they 

will occasionally display some Transactional Leadership traits, and frequently display 

some components of Transformational Leadership (Bass & Riggio, 2006). 

Laissez-faire Leadership.  Laissez-faire Leadership is the least effective form of 

leadership and is sometimes referred to as the avoidance of leadership (Bass & Riggio, 

2006).  It is void of leadership decisions, responsibilities, and authority (Bass & Riggio, 

2006).  

Transactional Leadership.  Transactional Leadership is comprised of three 

components that are based on transactions between the leader and the followers.  The 

three components of Transactional Leadership are contingent reward, management by 

exception (active), and management by exception (passive), (Bass & Riggio, 2006).  

Transactional leaders reward followers who display expected behaviors and penalize 

followers who display unauthorized behaviors, such as breaking regulations (Bass, 1990; 
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Bass & Riggio, 2006).  Transactional Leadership was considered by Bass (1990) “a 

prescription for mediocrity” (p. 20).  However, Transactional Leadership can be very 

effective in some instances (Bass & Riggio, 2006).   

Contingent Reward.  Contingent reward starts with an agreed upon outcome by 

the leader and the follower.  If the desired agreed up outcome occurs, then a reward will 

be given to the follower (Bass & Riggio, 2006).  This type of leadership style is 

transactional when the reward is a material or monetary one (Bass & Riggio, 2006).    

Contingent reward creates high levels of motivation and can achieve high levels of 

performance in followers (Bass & Riggio, 2006).   

Management by Exception (active).  Management by exception (active) requires 

that the leader actively monitors followers looking for deviances from standards or 

follower mistakes.  If the follower makes a mistake, the leader takes corrective actions 

and may take punitive measures to reprimand the follower (Bass & Riggio, 2006).  This 

leadership style is most useful and effective when safety is an important concern, or when 

the numbers of those being monitored is low (Bass & Riggio, 2006).   

Management by Exception (passive).  Management by exception (passive) is 

similar to the active version.  The difference is that the leader takes a passive role in 

monitoring the followers.  The leader will take corrective action if a follower makes a 

mistake, or deviates from the rules or standards, but only if the incident is brought to the 

leader’s attention (Bass, 1990).  One negative aspect of this leadership style is that some 

incidents may never be addressed, because the leader was not informed.  This leadership 

style might be used if the leader needs to supervise a large number of followers (Bass & 

Riggio, 2006).   
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Transformational Leadership.  The formation of Transformational Leadership 

was introduced in a publication by James MacGregor Burns entitled Leadership in 1978 

(Burns, 1978).  Transformational leaders “are those who stimulate and inspire followers 

to both achieve extraordinary outcomes and, in the process, develop their own leadership 

capacity” (Bass & Riggio, 2006, p. 3).  The Transformational leader is interested in the 

development of those around them by empowering their followers (Bass & Riggio, 

2006).  Transformational leaders also encourage individuals, as well as the group, to 

become unified with organizational goals (Bass & Riggio, 2006).  

 Transformational Leadership has four main component which are referred to as 

the four I’s: idealized influence, inspirational motivation intellectual stimulation, and 

individualized consideration (Bass & Riggio 2006).  These four qualities work together to 

encourage the heart, model what is expected, stimulate followers’ intellect, and nurture 

and support followers as they grow (Bass & Riggio, 2006).   

Idealized Influence.  According to Bass & Riggio (2006), idealized influence is 

the quality of a Transformational leader to be idolized by their followers.  The 

charismatic element of the Transformational leader is their ability to influence others.  

This idolization causes the followers to want to be like their leader.  Followers also 

attribute to their leader: extraordinary qualities, persistence, and determination (Bass & 

Riggio, 2006).  Idealized influence can be broken down into two areas: the leader’s 

actions, and the qualities of the leader as perceived by the followers (Bass & Riggio, 

2006).  Each of these two areas work together to encourage the heart of the followers and 

to instill a collective sense of mission (Bass & Riggio, 2006).  Leaders who have high 
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levels of idealized influence are also considered to be risk takers, yet they can be counted 

on to do the right thing (Bass & Riggio, 2006).   

Inspirational Motivation.  Transformational leaders are extremely motivational to 

their followers.   These leaders foster inspiration through the use of enthusiasm and 

optimism (Bass & Riggio, 2006).  They also create buy-in and commitment to the 

organization’s goals by imparting a grand vision of the future.  This vision has clear 

expectations for the followers and how they will help to achieve the goals of the 

organization (Bass & Riggio, 2006). 

Both inspirational motivation and idealized influence come together to develop 

the charismatic-inspirational leader (Bass & Riggio, 2006).  House (1976) describes a 

charismatic leader as one who is more emotional as opposed to being calculative.  The 

followers of a charismatic “enthusiastically give unquestioned obedience, loyalty, 

commitment and devotion to the leader and to the cause that the leader represents” 

(House, 1976, p. 6).  The followers might perceive their leaders as being magical, 

powerful, omniscient, and virtuous (Burns, 1978).   

The charismatic leader exudes self-confidence which is emulated by their 

followers.  This self-confidence encourages followers to create hope and faith in their 

abilities.  It will also encourage followers to take more risks and set higher goals (House, 

1976).  

Intellectual Stimulation.   A Transformational leader also stimulates their 

followers’ intellect by encouraging them to be innovative and creative.  The leader does 

this by getting the followers to challenge the process, to reframe problems, and look at 

situations from a different vantage point (Bass & Riggio, 2006).  The followers are 
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encouraged to find new solutions to existing problems even if they differ from that of the 

leaders’ ideas (Bass & Riggio, 2006).    

Individualized Consideration.  The Transformational leader is attentive to the 

follower and their need for achievement and growth.  They accomplish this by coaching 

or mentoring their followers (Bass & Riggio, 2006).  The leaders foster growth and high 

levels of achievement by creating a supportive environment.  Each follower’s uniqueness 

is recognized.  Their strengths are enhanced and their weaknesses are accepted and dealt 

with on an individual basis (Bass & Riggio, 2006).  Delegation is also readily practiced 

while the leader actively monitors the followers to give any needed direction and support 

(Bass & Riggio, 2006).  Followers do not feel as though they are micro managed or being 

checked on (Bass and Riggio, 2006).  

Authentic Transformational and Pseudotransformational Leadership.  The 

debate about the moral intent or moral behaviors of the Transformational leader, lead to 

the term Pseudotransformational Leadership.  Burns (1978) argued that a 

transformational leader was morally uplifting and that any variance from this concept 

disqualified them from being considered as transformational.  However, some argued that 

a transformational leader can also be one who has self-serving behaviors and does not 

consider the well-being of others or of the organization (Bass & Riggio, 2006).   

Charismatic Leadership, for instance, had a similar debate, as to whether 

charismatic leaders could be either “good” or “evil” (Bass & Riggio, 2006).  What has 

emerged from the debates are two definitions of Charismatic Leadership: socialized and 

personalized.  The personalized version of Charismatic Leadership “is based on personal 

dominance and authoritarian behavior, serves the self-interest of the leader and is self-
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aggrandizing, and is exploitive of others” (House & Howell, 1992, p. 84).  These leaders 

have no regard for the rights and feeling of others and they are narcissistic, impetuous, 

and impulsively aggressive (House & Howell, 1992).   

The socialized version of Charismatic Leadership “is based on egalitarian 

behavior, serves collective interests and is not driven by the self-interest of the leader and 

develops and empowers others” (House & Howell, 1992).  Socialized charismatic leaders 

work together with others through established systems of authority.  They also possess 

self-control and they are follower-oriented (House & Howell, 1992).  

The debate over the moral intentions of a Transformational leader lead to the 

development of two distinctions of Transformational Leadership: Authentic and 

Inauthentic (Pseudotransformational) Transformational Leadership (Bass & Riggio 

2006).  Similar to socialized Charismatic Leadership, Authentic Transformational 

Leadership is typified by one who attends to the needs of others instead of only their self-

seeking desires (Bass & Riggio, 2006).  Their behaviors will also reflect utilitarian or 

moral motives; the utilitarian motive would be desiring to help the group or organization 

as a whole, the moral motive would be doing what is morally right based on personal 

principles (Bass & Riggio, 2006).  According to Bass & Riggio (2006), “The authentic 

transformational leader is truly concerned with the desires and needs of followers and 

cares about their individual development” (p. 14). 

Inauthentic Transformational Leadership, also known as Pseudotransformational 

Leadership, is a leader who is self-seeking and possess warped moral principles (Bass & 

Riggio, 2006).  These leaders manipulate their followers and develop unhealthy 

attachments with their follower (Bass & Riggio, 2006).  This is similar to Personalized 
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Charismatic leaders who are self-serving and exploitive of others (House and Howell, 

1992). 

Ethical Leadership Model.  Although the Transactional and Transformational 

Leadership styles demonstrate high levels of effectiveness, they also are enhanced by 

Ethical Leadership.  Brown, Trevino, & Harrison (2005) stated, “Ethical leaders likely 

use both transformational and transactional leadership approaches to influence followers’ 

behavior” (p. 118).  Ethical leaders display characteristics of honesty, have a 

consideration of others, and display fair treatment of followers.  These leaders are also 

likely to be emulated by their followers (Brown et al., 2005). 

Ethical Leadership is defined as “the demonstration of normatively appropriate 

conduct through personal actions and interpersonal relationships, and the promotion of 

such conduct to followers through two-way communication, reinforcement, and decision-

making” (Brown et al., 2005, p. 120).  Brown et al. (2005) continue to describe Ethical 

Leadership by dividing it into its four elements: demonstration of normatively 

appropriate conduct through personal actions and interpersonal relationships, promotion 

of such conduct to followers through two-way communication, reinforcement, and 

decision-making.  

The first element of Ethical Leadership is the demonstration of normatively 

appropriate conduct through personal actions and interpersonal relationships rests on the 

premise that the followers consider the leader’s behaviors as normatively appropriate 

(Brown et al., 2005, p. 120).  Brown et al. (2005) stated that normatively appropriate 

behaviors, such as honesty, trustworthiness, fairness, and caring, make a leader an 

authentic and credible role model.  However, normatively appropriate behavior could 
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seem somewhat vague and the definition may vary according to the context in which it is 

used (Brown et al., 2005).  For example, some cultures may see caring as a weakness 

instead of an attribute.  In this case caring may be seen as normatively appropriate in one 

culture but not in another. 

The second element of Ethical Leadership is the promotion of normatively 

appropriate conduct to followers through two-way communication.  Brown et al. (2005) 

describe this in two parts: 1) the leader speaking to others about ethical behaviors, and 2) 

the followers having an avenue to share their thoughts.  Speaking to the followers about 

ethical behaviors allows the leader to establish moral expectations of the followers.  The 

leader must also model these behaviors in order to influence ethical conduct (Brown et 

al., 2005).  It is important that the follower have a voice in conveying their own thoughts 

to the leader during this process.  This helps to demonstrate respect and consideration for 

the follower (Brown et al., 2005).   

The third element of Ethical Leadership is the promotion of normatively 

appropriate conduct to followers through reinforcement.  This element of Ethical 

Leadership requires the leader to establish ethical standards, establish a reward for the 

demonstration of the ethical standard, and establish the consequences for not meeting the 

ethical standard (Brown et al., 2005).  This element is similar to the elements of 

contingent reward and management by exception components in Transactional 

Leadership.  

The fourth element of Ethical Leadership is the promotion of normatively 

appropriate conduct to followers through decision-making.  The leader ponders the 

ethical consequences of their decisions.  These decisions must demonstrate ethical 
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standards such as fairness and honesty that can be modeled by the followers (Brown et 

al., 2005).  

Authentic Leadership Model.  Authentic Leadership is rooted in the idea of the 

authentic self.  Harter (2002) describes authenticity as emerging from the ancient Greek 

philosophy “Know thyself” and “To thine own self be true” (p. 382).  Harter (2002) 

stated, “authenticity involves owning one’s personal experiences, be they thoughts, 

emotions, needs, wants, preferences, or beliefs” (p.382).  An authentic person is linear in 

their beliefs, thoughts, and actions.  They will not be deceitful or dishonest to themselves 

or others (Harter, 2002).  An authentic person is also not phony, hypocritical, or fake 

(Harter, 2002).   

Luthans & Avolio (2003) describe the Authentic leader as a person who is 

“genuine, reliable, trustworthy, real, and veritable” (p. 242).   Luthans & Avolio (2003) 

define Authentic Leadership as:  

a process that combines positive leader capacities and a highly developed 

organizational context.  The Authentic Leadership process positively influences 

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

and followers, and it stimulates positive personal growth and self-development. 

(p. 243)    

The need for positive leaders is becoming more prevalent as the rules that once governed 

the ever-changing society are no longer working (Luthans & Avolio, 2003).   During 

these contemporary times effective leaders will be those who are transparent in their 

behaviors, and those who are seamlessly linear with their values and actions (Luthans & 

Avolio, 2003).  The characteristics of Authentic leaders are confidence, self-awareness, 
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and positive behaviors towards their followers.  Authentic leaders are hopeful, optimistic, 

transparent, moral/ethical, and interested in developing those around them (Luthans & 

Avolio, 2003).    

 Ilies, Morgeson, & Nahrgang (2005) also propose a definition of Authentic 

Leadership.  They describe Authentic Leadership as being composed of self-awareness, 

unbiased processing, authentic behavior/acting, and authentic relational orientation (Ilies, 

et al, 2005).  The premise of this definition is that self-awareness and balanced processing 

help to define one’s self and purpose in life.  Being authentic and transparent would also 

translate into positive relationships with others (Ilies et al., 2005).  Gardner, Avolio, 

Luthans, May, & Walumbwa (2005) add to the definition created by Ilies et al. (2005).  

Their definition focuses more on the self-awareness and the self-regulation components 

of Authentic Leadership and how these components guide the leader through moral 

development.  Authentic leaders reflect on their experiences, or key trigger events, in 

order to gain clarity in respect to their core values, identity, emotions, motives, and goals 

(Gardner et al., 2005).  Self-regulation and self-awareness are synonymous, and have four 

components of self-regulation: internalized regulation, balance processing of information, 

authentic behavior, and relational transparency (Gardner et al., 2005).  Modeling of 

authentic behaviors to followers is also a central concept.  It is important to combine 

modeling with trigger events in order to effectively mentor followers (Gardner et al., 

2005). 

Walumbwa et al. (2008) reviewed the definitions of Authentic Leadership by 

Luthans and Avolio (2003), Gardner et al. (2005), and Ilies et al. (2005) and created a 
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definition of Authentic Leadership that has been the standard definition used in most 

recent research.  Walumbwa et al. (2008) define Authentic Leadership as: 

a pattern of leader behavior that draws upon and promotes both positive 

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

awareness, and internalized moral perspective, balanced processing of 

information, and relational transparency on the part of leaders working with 

followers, fostering positive self-development. (p. 94)   

This definition is the foundation for the four dimensions of Authentic Leadership: 

relational transparency, internalized moral perspective, balanced processing, and self-

awareness (Walumbwa et al, 2008).  

Relational Transparency.  Relational transparency, as defined by Walumbwa et 

al. (2008), is “presenting one’s authentic self (as opposed to a fake or distorted self) to 

others” (p. 95).  Leaders who display relational transparency do so to become relationally 

intimate with their followers (Gardner et al., 2005).  However, the Authentic leader will 

display appropriate emotions and high levels of trustworthiness, openness, and 

willingness to share thoughts and feelings (Gardner et al., 2005).  Relational transparency 

is a crucial component in communicating values, identity, emotions, goals, and motives 

to followers (Gardner et al., 2005). 

Internal Moral Perspective.  Internal moral perspective, as defined by 

Walumbwa et al. (2008), is an internalized and integrated process of self-regulation that 

is “guided by internal moral standards and values versus group, organizational, and 

societal pressures, and it results in expressed decision making and behavior that is 

consistent with these internalized values” (p. 96).  Internal moral perspective was 
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originally called the behavior/action component and was changed in order to reflect core 

ethical values (Gardner et al., 2005; Gardner, Cogliser, Davis, & Dickens, 2011).  In 

addition, internalized regulation and a positive moral perspective were combined to 

create the internalized moral perspective (Gardner et al., 2011).   

 Gardner et al. (2005) defines self-regulation as: 

the exertion of self-control through (a) the setting of internal standards, which can 

be existing standards or newly formulated ones, (b) the evaluation of 

discrepancies between these standards and actual or potential outcomes, and (c) 

the identification of intended actions for resolving the discrepancies. (p. 354)   

According to Stajkovic & Luthans (1998), the self-regulation component of Authentic 

Leadership monitors one’s behaviors based on internal self-set standards.  Self-evaluation 

is used to detect a discrepancy between one’s behaviors and their personal standards 

(Stajkovic & Luthans, 1998).  The outcome of the self-evaluation process is that the 

individual’s behavior will be changed to meet a higher standard (Stajkovic & Luthans, 

1998), or a normatively appropriate standard where behaviors such as honesty, 

trustworthiness, fairness, and caring are displayed (Brown et al., 2005).  This process is 

important in helping leaders to understand themselves, their capabilities, and to adjust to 

various environmental factors (Stajkovic & Luthans, 1998).   

Balanced Processing.  Balanced processing, according to Walumbwa et al. 

(2008) is the authentic leader’s ability to objectively “analyze all relevant data before 

coming to a decision” (p. 95).  The term balanced processing was originally called 

unbiased processing, but it was changed because it was theorized that people are 

inherently biased and process information incorrectly (Gardner et al., 2011).  Ilies et al. 
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(2005) describes unbiased processing as being integral to personal integrity and character.  

They believe that integrity is an influencer of both decisions and actions.  Leaders who 

act with unbiased processing can be more accurate in analyzing tasks for feedback and 

are better at evaluating their own skills (Ilies et al., 2005). 

 Balanced processing is not only important in making decisions that affect an 

organization, but it is also vital in getting a true evaluation of one’s strengths and 

weaknesses.  However, sifting through influences that could cause biases is difficult. 

Obstacles that could flaw an authentic evaluation of the self could be related to one’s 

self-esteem (Gardner et al., 2005).  They exert that a leader with fragile or low self-

esteem may not be able to confront their personal short comings and may not expose 

themselves to their authentic self because of motivational bias (Gardner et al., 2005). 

Self- Awareness. Self-awareness, according to Walumbwa et al. (2008), “refers to 

demonstrating an understanding of how one derives and makes meaning of the world and 

how that meaning making process impacts the way one views himself or herself over 

time” (p. 95).  The notion of self-awareness has evolved from the writings of Harter 

(2002) who stated that analyzing one’s behaviors can help to determine one’s true-self.  

Gardner et al. (2005) also cited that self-awareness is critical in the development of 

authentic leaders and authentic followers.  Self-awareness is not only knowing one’s self 

but also being true to one’s self through self-evaluations of one’s behaviors (Ilies et al., 

2003).  Self-awareness is a process of evaluating one’s own behaviors and determining if 

they are authentic or in line with personal thoughts and beliefs (Gardner et al., 2005).  

Leaders achieves authenticity “through self-awareness, self-acceptance, and authentic 

actions and relationships” (Gardner et al., 2005, p. 345). 
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The essence of being self-aware comes from earlier definitions of the authentic 

person, who is one who seeks to know their true-self (Harter, 2002).  Harter (2002) 

describes an authentic person as one who knows their core values and beliefs, and whose 

behaviors are linear with these beliefs.  To behave contrary to one’s true-self would be 

displaying behaviors of one’s false-self.  True-self behaviors could include “saying what 

you really think or believe,” “expressing your honest opinion,” and “telling someone how 

you really feel” (Harter, 2002, p. 382).  False-self behaviors may be described as “being 

phony” “hiding your true thoughts and feelings” or “saying what you think other want to 

hear, not what you really think” (Harter, 2002, p. 382).  

Self-awareness is the core component of Authentic Leadership and in modeling 

authentic behaviors (Gardner et al., 2005).  Self-awareness is developed through the 

process of introspection and helps an authentic leader to understand and make meaning of 

the world (Gardner et al., 2005).   Understanding one’s self gives the leader insight as to 

what they value and the motive behind their decisions and actions (Gardner et al., 2005).   

Authentic followership, considered a consequence of Authentic Leadership, is the 

developmental process that instills Authentic Leadership behaviors in followers through 

modeling (Gardner et al., 2005).  Self-awareness must be displayed by the authentic 

leader in order to heighten the levels of self-awareness in their others (Gardner et al., 

2005).  Self-awareness is necessary in the development of both the authentic leader and 

the authentic follower (Gardner et al., 2005).   

Ilies et al. (2005) define self-awareness as a component of authenticity that “refers 

to one’s awareness of, and trust in, one’s own personal characteristics, value, motives, 

feelings, and cognitions” (p. 377).  Also, self-awareness is the knowledge of 
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contradicting self-aspects that “influence one’s thoughts, feelings, actions and behaviors” 

(Ilies et al., 2005, p. 377).  Understanding one’s strengths and weaknesses, especially in 

regards to emotional intelligence, is also a product of self-awareness (Ilies et al., 2005).   

Leaders who are more self-aware will have greater self-acceptance, higher autonomy, and 

experience more positive relationships (Ilies et al., 2005).   

Authentic Followership.  Authentic leaders use modeling to impart critical skills 

needed to be an effective leader.  According to Oleszewski et al. (2012), modeling by 

principals has been shown to help assistant principals learn the meaning of success, learn 

what behaviors are acceptable, and learn how to advance as an administrator.  The 

practices of Authentic Leadership create a strong focus on organizational goals by 

building positive ethical relationships with its followers.  Walumbwa et al. (2010) stated 

that “A truly effective authentic leader is one who encourages his or her followers to not 

only be more engaged with their work but also themselves be more open, ethical, and 

self-aware” (p. 911).   

Authentic leaders model self-reflection through the use of trigger events (Gardner 

et al., 2005).  This self-reflection by authentic leaders is seen as crucial element in 

modifying their behaviors, as well as serving as a positive role model for their followers 

(Gardner et al., 2005).  Trigger events include dramatic or subtle changes in one’s life 

such as challenges or problems that require unconventional solutions (Gardner et al., 

2005).  Self-reflection is “central to the development of authentic leaders and their 

followers: values, identity, emotions, motives and goals” (Gardner et al., 2005, p. 350).   

Authentic Leadership in Practical Application.  Authentic Leadership is 

distinct from other forms of leadership and it is a model that will increase trust, hope, and 
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optimism (Endrissat et al., 2007; Avolio et al., 2004).  Authentic Leadership has been 

described as a leadership style that is the central construct of Transformational 

Leadership and all of the positive forms of leadership (Gardner et al., 2005; Avolio & 

William, 2005; Luthans & Avolio, 2003).  Authentic leaders are considered to be 

confident, hopeful, trustworthy, optimistic, resilient, transparent, moral/ethical, future-

oriented, and prioritizes the development of followers in to leaders (Luthans & Avolio, 

2005).   

The benefits of applying the Authentic Leadership to the organizational leadership 

model are plentiful.  Authentic leaders are attributed to producing long-term results as a 

product of their ability to build positive relationships and empower people (George, Sims, 

McLean, & Mayer, 2007).  Authentic leaders are able to attain lofty goals for long 

periods of time because of their ability to attract talented people and align followers’ 

activities to mutual organizational goals (George et al., 2007).  Authentic leaders are not 

self-seeking and do not invest all of their resources into an organization for personal 

profit.  According to George et al. (2007), 

no individual achievement can equal the pleasure of leading a group of people to 

achieve a worthy goal.  When you cross the finish line together, all the pain and 

suffering you may have experience quickly vanishes.  It is replaced by a deep 

inner satisfaction that you have empowered others and thus made the world a 

better place. That’s the challenge and the fulfillment of Authentic Leadership. (p. 

138) 

Authentic Leadership adds to other forms of leadership by promoting positive 

psychological capacities, a positive ethical climate, greater self-awareness, an internal 
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moral perspective, balanced processing, and relational transparency between leaders and 

followers (Walumbwa et al., 2010).  Because of this, Authentic Leadership could have a 

positive influence on followers’ work engagement, organizational citizenship behavior 

(OCB), and job performance (Walumbwa et al., 2010).  

Trust 

Trust is defined by Mayer, Davis, & Schoorman, (1995) as:  

the willingness of a party to be vulnerable to the actions of another party based on 

the expectation that the other party will perform a particular action important to 

the trustor, irrespective of the ability to monitor or control that party. (p. 712)   

This definition has been divided by researchers to address two areas: 1) the expectation of 

a positive outcome, and 2) the willingness of the trustor to be vulnerable (Chughtai, 

Byrne, & Flood, 2014; Bird et al., 2012).  Other researchers have a more enhanced 

definition of trust that comes from Mishra (1996) which is viewed as “one party’s 

willingness to be vulnerable to another party based on the belief that the latter party is (a) 

competent, (b) reliable, (c) open, and (d) concerned” (p. 265).  Each definition described 

the trustor as taking a calculated risk and opening themselves up to being vulnerable.  

Mishra (1996) attributes the four elements of the trustee as being important to the trust 

relationship.  Within both definitions, the essence of trust appears to be focused around 

the relationship between two parties.  This relationship requires openness and the 

willingness for vulnerability in hopes for a desired outcome.   

Trust in followers is important for creating a trusting climate and a culture that 

encourages worker productivity.  Trust has been found to be a critical construct for 

leaders who want to create and maintain a healthy workforce (Chughtai et al., 2014).  



47 

 

 

 

Trust in supervisors is positively related to worker engagement (Bird et al. 2009; 

Chughtai et al., (2014).  Worker engagement is enhanced by the supervisor’s ethical 

behaviors and the positive climate that they create.  Positive social exchanges from 

supervisors that possess honesty, fairness, and balanced decision-making can create trust 

in supervisors and lower emotional exhaustion at work (Chughtai et al., 2014).  These 

conditions help to improve the employee’s work-related health and well-being, which 

will, in turn, allow them to focus on their job performance (Chughtai et al., (2014).  

Trust can be influential in contributing to student success, as well. Tschannen-

Moran & Hoy (2000) stated, “Trust makes a difference in student achievement, teachers’ 

collective sense of efficacy, and overall school effectiveness” (p. 584).  Greater amounts 

of trust is related to higher math and reading skills in students (Tschannen-Moran & Hoy, 

2000).  Trust is critical for all levels of an organization and trust fosters productivity for 

everyone in an organization (Tschannen-Moran & Hoy, 2000; Bird et al., 2012).  It is 

believed that trust creates a more relaxed atmosphere, where teachers can focus more on 

teaching and students can focus more on learning (Tschannen-Moran & Hoy, 2000).  

Trust and Authentic Leadership.  Trust and Authentic Leadership appear to 

have much in common.  Similar to the attributes of trust, authentic leaders are more open, 

vulnerable, and concerned with their followers wellbeing (Walumbwa et al., 2010).  

Authentic Leadership is a leadership model that is the central construct of 

Transformational Leadership and all of the positive forms of leadership (Gardner et al., 

2005; Avolio & William, 2005; Luthans & Avolio, 2003).  The attributes of an authentic 

leader include one who is genuine, reliable, trustworthy, real, and veritable (Luthans & 

Avolio, 2003).  These attributes are believed to be a result of the leader drawing from a 
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positive psychological process and an organizational context which molds their character 

and behaviors (Luthans & Avolio, 2003).  It is through self-reflection and self-awareness 

that a leader regulates their positive behaviors and nurtures their positive self-

development (Luthans & Avolio, 2003).  As a result, the authentic leader is more open 

with their followers in sharing information that is used to make decisions and in 

accepting input from others, thus exposing their values, motives and sentiments 

(Walumbwa et al., 2010).  This openness is believed to allow the follower to understand 

and assess the competence and the morality of the authentic leader’s actions (Walumbwa 

et al., 2010).   

The relational component between the authentic leader and the follower appears 

to be the conduit that transfers the essence of a leader’s morality and behaviors.  

Relationships with others allow leaders to gather information to use as moral energy for 

reflection and self-analysis, and to provide followers with information and observations 

that form their perspective judgements about the authentic leader (Luthans & Avolio, 

2003).  Exposure to the leader’s motives, values, and behaviors flow into the follower’s 

mind and psyche.  These streams of information allow the follower to analyze the 

leader’s intentions, and possibly help them to determine if the leader is competent, 

concerned, open, and reliable, thus allowing them to open themselves up to the 

vulnerability of trust (Luthans & Avolio, 2003).  

Research about the relationship between authentic leaders and trust in educational 

organizations was limited.  Bird et al. (2012) examined the relationship between teacher’s 

perceptions of the lead principal’s Authentic Leadership skills and the level of trust the 

teacher attributed to the lead principal.  They found a positive relationship between a 
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principals’ perceived Authentic Leadership skills and the teachers’ level of trust (Bird et 

al., 2009).  A positive relationship between principals’ perceived Authentic Leadership 

skills and teacher trust in their principals has also been found in more recent studies 

(Wang & Bird, 2011; Bird et al., 2012).     

Bird et al. (2009) stated that teachers’ perceptions of the lead principal’s 

Authentic Leadership skills were more reliable that the principal’s self-ratings.  This 

finding caused them to omit the lead principal’s self-rating of Authentic Leadership skills 

and exclusively use the ratings based on the teachers’ perceptions (Bird et al., 2009).  The 

inconsistent self-ratings of the principals could be a result of the principals knowing how 

to get a high Authentic Leadership score because of prior knowledge about leadership, 

and that the principals’ Authentic Leadership is not something that is self-proclaimed, but 

it is attributed to a leader by others (Bird et al., 2009).   

 



 

 

 

 

Chapter III 

Methodology 

Overview of the Research Problem 

This quantitative study examined the relationship between the assistant principal’s 

perceptions of Authentic Leadership skills attributed to the lead principal and the 

assistant principal’s perceptions of trust in the lead principal.  The relationship was 

determined by using a Pearson correlation coefficient.  One of the data gathering 

instruments was the Authentic Leadership Questionnaire (ALQ) developed by Avolio and 

his colleagues (Avolio et al., 2007).  The assistant principal’s perceptions of the lead 

principal’s Authentic Leadership skills, which are comprised of self-awareness, relational 

transparency, internal moral perspective, and balanced processing, was examined in 

comparison to the levels of trust attributed to the lead principal by the assistant principal.  

The assistant principal’s level of trust in the lead principal were measured using the 

Workplace Trust Survey (WTS) developed by Ferres and Travaglione (2003) (as cited in 

Bird et al., 2012).  

According to Walumbwa et al. (2010), an Authentic leader is one who exhibits 

four types of behaviors: balanced processing, internalized moral perspective, relational 

transparency, and self-awareness.  Balanced processing is the ability of leaders to gather 

all available information about a topic before making a decision (Walumbwa et al, 2010).  

An internalized moral perspective is divided into two parts: internal evaluation and a 

positive moral perspective (Walumbwa et al, 2010).   This concept is the root of the 

positive moral components of Authentic Leadership.  An Authentic leader displays 

relational transparency, which allows followers to understand the motives that guide their 
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behaviors (Walumbwa et al, 2010).  The authentic leader allows their followers to not 

only understand their true feelings and thoughts with the intention of helping them to 

understand their motives, but they are also teaching them the process of relational 

transparency as well (Walumbwa et al, 2010).  An Authentic leader is also self-aware.  

They know their strengths and weaknesses and strive to improve themselves.  Walumbwa 

et al. (2010) stated, “A truly effective authentic leader is one who encourages his or her 

followers to not only be more engaged with their work but also themselves be more open, 

ethical, and self-aware” (p. 911).   The benefits of Authentic Leadership is that it could 

improve worker productivity and it enhances trust (Bird et al., 2009).   

Trust is a critical element in fostering organizational success.  For instance, trust 

in supervisors has been found to have a positive relationship with worker engagement 

(Bird et al., 2009; Chughtai et al., 2014).  Likewise, in educational organizations, trust is 

also related to student achievement (Tschannen-Moran & Hot, 2000).  

Trust has been divided to address two areas: 1) the expectation of a positive 

outcome, and 2) the willingness of the trustor to be vulnerable (Chughtai et al., 2014; 

Bird et al. 2012).  Mishra (1996) describes trust as “one party’s willingness to be 

vulnerable to another party based on the belief that the latter party is (a) competent, (b) 

reliable, (c) open, and (d) concerned” (p. 265).  Each definition describes the trustor as 

taking a calculated risk and opening themselves up to being vulnerable.  The essence of 

trust appears to be a relationship between two parties and trust has been found to be a 

critical construct for leaders who want to create and maintain a healthy workforce 

(Chughtai et al., 2014).   
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There were currently no studies found that examined the construct of Authentic 

Leadership as it related to the principal and their assistant principals.  Several studies 

analyzed the teachers’ perceptions of their principals’ Authentic Leadership skills and 

how it related to trust, but the perceptions of the assistant principals were not taken in 

those studies.   

Research Questions 

1. Is there a relationship between the assistant principal’s perception of their 

principal’s composite Authentic Leadership skills using the Authentic Leadership 

Questionnaire (ALQ) and the assistant principal’s perception of trust in their 

principal as measured by the Workplace Trust Survey (WTS)? 

2. Is there a relationship between the assistant principal’s perception of their 

principal’s relational transparency as measured by the ALQ and the assistant 

principal’s perception of trust in their principal as measured by the WTS? 

3. Is there a relationship between the assistant principal’s perception of their 

principal’s internal moral perspective as measured by the ALQ and the assistant 

principal’s perception of trust in their principal as measured by the WTS? 

4. Is there a relationship between the assistant principal’s perception of their 

principal’s balanced processing as measured by the ALQ and the assistant 

principal’s perception of trust in their principal as measured by the WTS? 

5. Is there a relationship between the assistant principal’s perception of their 

principal’s self-awareness as measured by the ALQ and the assistant principal’s 

perception of trust in their principal as measured by the WTS? 

Sample Selection and Sample Size 
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Sample Selection.  The data was collected from Greengrass Independent School 

District (GISD).  GISD was chosen because it was a convenient sample.  Greengrass 

Independent School District is located southeast of a large metropolis and is part of a 

Gulf Coast community.  In August of 2015, there were 61 schools in Greengrass ISD.  Of 

the 61 schools there were 34 elementary schools, eleven middle schools, ten intermediate 

schools, and six high schools.  The Texas Academic Performance Report, retrieved from 

the Texas Education Agency (TEA) in August of 2015 describes the demographic 

composition of GISD for the 2013-2014 academic year in Table 3.1 and Table 3.2.  The 

graduation rates of the students in GISD for the 2011 cohort sixth year longitudinal rate, 

the 2012 cohort fifth year longitudinal rate, and 2013 cohort fourth year longitudinal rate 

are located in Table 3.3, Table 3.4, and Table 3.5.   
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Table 1 

GISD Student Demographic Data 2013-2014 

 

Table 2 

GISD Student Demographic Data 2013-2014 

 

  

Ethnic Distribution  Count Percentage 

    
African American  3,788 7% 

Hispanic  44,704 82% 

White   3,834 7.1% 

American Indian  89 0.2% 

Asian  1,601 2.9% 

Pacific Islander   27 0.0% 

Two or More Races  339 .6% 

Student Descriptors  Count Percentage 

    
Economically Disadvantaged  42,844 78.8% 

Non-Educationally Disadvantaged  11,538 21.2% 

English Language Learners (ELL)  15,501 28.5% 

At-Risk  33,427 61.5% 
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Table 3 

GISD Student 4-Year Longitudinal Rate (Gr 9-12) 2013-2014 

 

Table 4 

GISD Student 5-Year Longitudinal Rate (Gr 9-12) 2013-2014 

 

  

Class of 2013  State  Region District 

      
Graduated  88.0%  87.4% 88.9% 

Received GED  0.8%  0.7% 1.3% 

Continued HS  4.6%  4.7% 3.6% 

Dropped Out  6.6%  7.1% 6.2% 

Graduates and GED  88.9%  88.1% 90.2% 

Grads, GED, & Cont.   93.4%  92.9% 93.8% 

Class of 2012  State  Region District 

      
Graduated  90.4%  89.5% 91.1% 

Received GED  1.2%  1.0% 0.9% 

Continued HS  1.3%  1.4% 1.1% 

Dropped Out  7.1%  8.1% 7.0% 

Graduates and GED  91.6%  90.5% 92.0% 

Grads, GED, & Cont.   92.9%  91.9% 93.0% 
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Table 5 

GISD Student 6-Year Longitudinal Rate (Gr 9-12) 2013-2014 

 

Some noted descriptors about the demographics of the student population was that 

the Hispanic students made up 82% of the 54,382 student population with 44,704 of the 

students represented.  The Caucasian students were the second largest ethnicity at 7.1% 

of the student population with 3,834 students.  The economically-disadvantaged students 

made up 78.8% of the students.  GISD also had a significant amount of students who 

have been identified as English Language Learners (ELL) and/or students who were 

considered At Risk.  There were 15,501 students, at 28.5%, who were considered ELL, 

and 33,427 students, at 61.5% who were considered At Risk (Texas Education Agency, 

2015).   

The Texas Education Agency (TEA) published the graduation rates of GISD in 

the Academic Excellence Indicator System for the 2013-2014 academic year.  The GISD 

longitudinal graduation rate of 88.9% for the 2013 fourth-year cohort was higher than 

that of the state which was 88.0%.  In addition, the 2012 fifth year cohort longitudinal 

graduation rate of 91.1% was also higher than that of the state which was 90.4%.   

Class of 2011  State  Region District 

      
Graduated  89.8%  89.2% 89.3% 

Received GED  1.5%  1.2% 1.4% 

Continued HS  0.6%  0.6% 0.2% 

Dropped Out  8.1%  9.0% 9.1% 

Graduates and GED  91.3%  90.4% 90.6% 

Grads, GED, & Cont.   91.3%  91.% 90.9% 
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The number of staff at GISD for the 2013-2014 academic year were 7,402.  Of 

these 4,463, or 60.3%, were professional staff which includes teachers, professional 

support, campus administration, and central administration.  Teachers comprised of 47% 

of the staff with 3,539 members.  The number of white teachers were at 55.4% with 1,961 

members.  This was greater than the Hispanic teachers who were at 31.8% with 1,224 

members.  Table 3.6, Table 3.7, Table 3.8, and Table 3.9 list additional demographics of 

the GISD staff for the 2013-2014 academic year (Texas Education Agency, 2015). 

Table 6 

Staff Information for Professional Staff 2013-2014 

 

  

Staff Descriptors  Count Percentage 

    
Total Staff  7,402.2 100.0 % 

Professional Staff  4,463.3 60.3 % 

Teachers  3,539.7 47.8% 

Professional Support  668.3 9.0% 

Campus Administration (School Leadership)  183.8 2.5% 

Central Administration  71.5 1.0% 

Educational Aides  776.0 10.5% 

Auxiliary Staff  2,162.9 29.2% 
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Table 7 

Techers by Ethnicity and Sex 2013-2014 

 

Table 8 

Teachers by Highest Degree Held 2013-2014 

 

  

Staff Descriptors  Count Percentage 

    
African American  305.5 8.6% 

Hispanic  1,124.3 31.8% 

White   1,961.2 55.4% 

American Indian  13.2 0.4% 

Asian  99.7 2.8% 

Pacific Islander  2.0 0.1% 

Two or More Races  33.8 1.0% 

Males  825.6 23.3% 

Females  2,714.1 76.7% 

Staff Descriptors  Count Percentage 

    
No Degree  24.7 0.7% 

Bachelors  2,779.3 78.5% 

Masters  709.2 20.0% 

Doctorate  26.5 0.7% 
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Table 9 

Teachers by Years of Experience 2013-2014 

 

Sample Size.  The subjects selected to participate in the study were secondary 

assistant principals from the 10 intermediate campuses and the six high school campuses.  

The sample pool consisted of 25 assistant principals from the intermediate campuses and 

38 assistant principals from the high school campuses, for a total of 63 assistant 

principals who were approached to participate in the study.  The number of subjects who 

participated in the study was 31.  No demographic data was collected for this study.   

Research Design  

A correlation research design was used for this study.  GISD was chosen because 

it was a convenient sample.  GISD is located southeast of a large metropolis and is part of 

a Gulf Coast community.  The secondary assistant principals were solicited to obtain their 

perceptions about their respective principal’s Authentic Leadership skills and their levels 

of trust in their principal.  The Authentic Leadership Questionnaire (ALQ) developed by 

Avolio and his colleagues (Avolio et al., 2007) was used to collect each assistant 

principal’s perceptions of their principal’s Authentic Leadership skills.  The Workplace 

Staff Descriptors  Count Percentage 

    
Beginning Teachers  350.7 9.9% 

1-5 Years Experience  1,152 32.5% 

6-10 Years Experience  897.9 25.4% 

11-20 Years Experience  738.5 20.9% 

Over 20 Years Experience  400.7 11.3% 
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Trust Survey (WTS), developed by Ferres and Travaglione (2003) (as cited in Bird et al., 

2012) was used to determine each assistant principal’s level of trust in the lead principal.  

A Pearson correlation coefficient was used to analyze the data for a relationship between 

the assistant principals’ perceptions of Authentic Leadership skills in their respective 

principals and their perceptions of trust in their principals. 

The study solicited data from 63 secondary assistant principals from 16 different 

campuses.  The sample pool consisted of 25 assistant principals from intermediate 

campuses and 38 assistant principals from high school campuses in GISD.  The assistant 

principals were emailed a link that directed them to the online consent form, see 

Appendix F.  Once consent was granted, an online version of the ALQ and the WTS was 

then presented to the subjects.  An online survey service, Survey Monkey, was used to 

collect the data.  Survey Monkey used each of the subjects’ professional emails to 

identify the respondents and to limit the number of surveys completed by each 

respondent to one.  Permission was given by GISD to survey the assistant principals, see 

Appendix D.  GISD also provided the professional emails of all of the secondary assistant 

principals.  Of the 63 prospective respondents chosen to participate in the survey, only 31 

of them completed the entire survey.  Respondents were given 10 business days to 

complete the survey.  This amount of time was chosen in hopes that they would find the 

most convenient time to answer the questions.  After the 31 surveys were completed, the 

subjects’ emails were assigned a nominal number for tracking purposes and the subjects’ 

emails were destroyed to maintain confidentiality.  No demographic data was solicited.  

Instrumentation.  The Authentic Leadership Questionnaire (ALQ) was used to 

collect each assistant principal’s perception of their principal’s Authentic Leadership 
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skills.  The theoretical framework utilized the four components of Authentic Leadership: 

relational transparency, internalized moral perspective, balanced processing, and self-

awareness.  (See Appendix B for a sample of the ALQ.)  The ALQ uses a 5 point Likert 

scale (0 = Not at All, 1 = Once in a While, 2 = Sometimes, 3 = Fairly Often, 4 = 

Frequently, If Not Always).  The ALQ has 16 questions that measure the four scales of 

Authentic Leadership:  (a) relational transparency, (five items: 1, 2, 3, 4, 5), (b) 

internalized moral perspective, (four items: 6, 7, 8, 9), (c) balanced processing, (three 

items: 10, 11, 12), (d) self-awareness, (four items: 13, 14, 15, 16).  Each scale score was 

averaged to determine the leader’s Authentic Leadership score for each specific scale.  In 

addition, all four scales were averaged together to determine a leader’s overall Authentic 

Leadership score.  Walumbwa et al. (2008) also stated that the ALQ had an internal 

consistency reliability of:  self-awareness .73; relational transparency, .77; internalized 

moral perspective, .73; and balanced processing, .70.   

  The Workplace Trust Survey was developed by Ferres & Travaglione in 2003 (as 

cited in Bird et al., 2012).  (See Appendix C for a sample of the WTS.)  The WTS was a 

32-item survey that uses a five point scale, which ranges from (0 = strongly disagree, 1 = 

disagree, 2 = neutral, 3 = agree, 4 = strongly agree).  Although the WTS consisted of 

three scales: (a) trust of the supervisor, (b) trust of the co-workers, and (c) trust of the 

organization, only the trust of the supervisor questions were used.  There were nine 

questions that determined the scale score of the trust in the supervisor.  These scores were 

averaged and used to determine the scale score.  The reliability for the scale of trust of the 

supervisor was a .93 according to Ferres and Travaglione in 2003 (as cited in Wang & 

Bird, 2011).  Wang & Bird (2011) found a significant relationship of trust in supervisor 
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with Cook and Wall’s (1980) scale of trust in co-workers (r = .52) and scale of trust in 

the organization (r = .65).   

 A Pearson correlation coefficient was used to determine any possible relationships 

between the five ALQ scores and the WTS scale score.  The data was entered into a 

Pearson correlation coefficient calculator found in Microsoft Excel.  (See Appendix F to 

view the Pearson correlation coefficient formula.)  

Analyses.  The data was analyzed using the Pearson correlation coefficient to 

determine if there is a relationship between an assistant principal’s perception of the 

principal’s Authentic Leadership skills and the assistant principal’s perception of trust in 

the principal.  Each assistant principal’s ratings of the four elements of Authentic 

Leadership, (relational transparency, internal moral perspective, balanced processing, and 

self-awareness) were averaged together to create a composite score of their principal’s 

Authentic Leadership skills.  This composite score was correlated to the assistant 

principal’s rating of trust in their principal.  In addition to the composite analysis, each of 

the four elements of Authentic Leadership were independently averaged and also 

correlated to the assistant principal’s rating of trust in their principal to investigate any 

significant differences between each of the elements.  See Table 3.10 for a diagram of 

this dynamic.   
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Figure 1.  ALQ and the WTS Analysis Dynamic 

Research question one was: Is there a relationship between the assistant 

principal’s perception of their principal’s composite Authentic Leadership skills using the 

ALQ and the assistant principal’s perception of trust in their principal as measured by the 

WTS?.  A Pearson correlation coefficient was used to determine if there was a 

relationship between the assistant principals’ perceptions of their principals’ Authentic 

Leadership skills and the assistant principals’ perceptions of trust in their principals.  

Each of the four scales of the ALQ (relational transparency, internalized moral 

perspective, balanced processing, and self-awareness) were averaged together to 

determine an overall score for each participant.  Each participant’s overall ALQ score 

(independent variable) was correlated to their WTS score of trust (dependent variable).  

The data from all 31 participants was entered to determine if there was a relationship 

between the overall ALQ scores and WTS scores of trust. 



64 

 

 

 

Research question two was: Is there a relationship between the assistant 

principal’s perception of their principal’s relational transparency as measured by the 

ALQ and the assistant principal’s perception of trust in their principal as measured by the 

WTS?  A Pearson correlation coefficient was used to determine if there was a 

relationship between the assistant principals’ perceptions of their principals’ relational 

transparency skills and the assistant principals’ perceptions of trust in their principals.  

Each participant’s ALQ score of relational transparency (independent variable) was 

correlated to their WTS score of trust (dependent variable).  The data from all 31 

participants was entered to determine if there was a relationship between the ALQ scores 

of relational transparency and WTS scores of trust. 

Research question three was: Is there a relationship between the assistant 

principal’s perception of their principal’s internal moral perspective as measured by the 

ALQ and the assistant principal’s perception of trust in their principal as measured by the 

WTS?  A Pearson correlation coefficient was used to determine if there was a 

relationship between the assistant principals’ perceptions of their principals’ internal 

moral perspective skills and the assistant principals’ perceptions of trust in their 

principals.  Each participant’s ALQ score of internal moral perspective (independent 

variable) was correlated to their WTS score of trust (dependent variable).  The data from 

all 31 participants was entered to determine if there was a relationship between the ALQ 

scores of internal moral perspective and WTS Scores of trust. 

Research question four was: Is there a relationship between the assistant 

principal’s perception of their principal’s balanced processing skills as measured by the 

ALQ and the assistant principal’s perception of trust in their principal as measured by the 
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WTS?  A Pearson correlation coefficient was used to determine if there was a 

relationship between the assistant principals’ perceptions of their principals’ balanced 

processing skills and the assistant principals’ perceptions of trust in their principals.  Each 

participant’s ALQ score of balanced processing (independent variable) was correlated to 

their WTS score of trust (dependent variable).  The data from all 31 participants was 

entered to determine if there was a relationship between the ALQ scores of balanced 

processing and WTS scores of trust. 

Research question five: Is there a relationship between the assistant principal’s 

perception of their principal’s self-awareness as measured by the ALQ and the assistant 

principal’s perception of trust in their principal as measured by the WTS?  A Pearson 

correlation coefficient was used to determine if there was a relationship between the 

assistant principals’ perceptions of their principals’ self-awareness skills and the 

assistance principals’ perceptions of trust in their principals.  Each participant’s ALQ 

score of self-awareness (independent variable) was correlated to their WTS score of trust 

(dependent variable).  The data from all 31 participants was entered to determine if there 

was a relationship between the ALQ scores of self-awareness and WTS scores of trust. 

Limitations & Assumptions.  The study collected data from assistant principals 

using the ALQ and the WTS.  One of the assumptions is that the participants rated the 

ALQ and the WTS honestly.  Another assumption is that the assistant principal 

completed the survey and did not allow another individual to complete it for them.  

A limitation of the study is that the study only solicited a sample size of 63 

assistant secondary principals and only 31, or 49%, participated in the study.   Also, the 
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study participants were from one school district; since this sample size is small and 

localized, findings cannot be generalized to other educational settings.  



 

 

 

 

Chapter IV 

Results 

Introduction of Results 

This study examined the relationship between secondary principal’s perceptions 

of their lead principal’s Authentic Leadership skills and their perceptions of trust in their 

lead principal.  In addition to comparing the overall ALQ score to trust, each scale of 

Authentic Leadership (relational transparency, internal moral perspective, balanced 

processing, and self-awareness) was also correlated to trust.   

Table 10 

Summary of Correlations Between Authentic Leadership Skills and Trust 

 

Using a Pearson correlation coefficient, it was determined that there is sufficient 

evidence to reject the null hypothesis, (H0:  There is not a relationship between the 

assistant principal’s perception of Authentic Leadership skills in the lead principal as 

measured with the ALQ and the assistant principal’s level of trust in the lead principal as 

measured with the WTS), and to accept the alternative hypothesis, (H1:  There is a 

relationship between the assistant principal’s perception of Authentic Leadership skills in 

Authentic Leadership  N  r r² 

      
ALQ Overall Cumulative Score  31  0.91 0.82 

Relational Transparency  31  0.85 0.72 

Internalized Moral Perspective  31  0.94 0.87 

Balanced Processing  31  0.85 0.72 

Self-Awareness   31  0.82 0.67 
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the lead principal as measured with the ALQ and the assistant principal’s level of trust in 

the lead principal as measured with the WTS). 

Research Question 1 

Table 11 

Scatter Plot of the ALQ Overall Cumulative Score and the WTS Score 

 

Research question one sought to determine if there was a relationship between the 

assistant principal’s perceptions of their principal’s overall cumulative Authentic 

Leadership skills and their perceptions of trust in their principal.  The results of the data 

reveal that there was a statistically significant relationship between perceived Authentic 

Leadership skills and trust.  The score for r = 0.91.  The P-value is ˂ 0.00001.  An online 

source, Social Science Statistics, was used to determine the P-value.  The result was 

significant at the p ˂ 0.05 and p ˂ 0.01 levels.  The assistant principals’ perceptions of 

their principals’ Authentic Leadership skills does have a positive relationship with their 
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levels of trust in their principals.  The Authentic Leadership skills that an assistant 

principal perceives in their principal is positively related to the trust they have in their 

principal.  As the Authentic Leadership skills go higher or lower, so do the levels of trust.  

Research Question 2 

Table 12 

Scatter Plot of the Relational Transparency Score and the WTS Score 

 

 Research question two sought to determine if there was a relationship between the 

assistant principals’ perceptions of their principals’ relational transparency and their 

perceptions of trust in their principals.  The value for r = 0.85.  The P-value is ˂ 0.00001.  

An online source, Social Science Statistics, was used to determine the P-value.  The 

result was significant at the p ˂ 0.05 and p ˂ 0.01 levels.   
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Research Question 3 

Table 13 

Scatter Plot of the Internal Moral Perspective Score and the WTS Score 

 

 Research question three sought to determine if there was a relationship between 

the assistant principals’ perceptions of their principals’ internal moral perspective and 

their perceptions of trust in their principals.  The value for r = 0.94.  The P-value is ˂ 

0.00001.  An online source, Social Science Statistics, was used to determine the P-value.  

The result was significant at the p ˂ 0.05 and p ˂ 0.01 levels.   
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Research Question 4 

Table 14 

Scatter Plot of the Balanced Processing Score and the WTS Score 

 

Research question four sought to determine if there was a relationship between 

the assistant principal’s perceptions of their principal’s balanced processing and their 

perceptions of trust in their principal.  The value for r = 0.85.  The P-value is ˂ 0.00001.  

An online source, Social Science Statistics, was used to determine the P-value.  The 

result was significant at the p ˂ 0.05 and p ˂ 0.01 levels.   
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Research Question 5 

Table 15 

Scatter Plot of the Self-Awareness Score and the WTS Score 

 

Research question five sought to determine if there is a relationship between the 

assistant principal’s perceptions of their principal’s self-awareness and their perceptions 

of trust in their principal.  The value for r = 0.82 and the value for r² = 0.65.  The P-value 

is ˂ 0.00001.  An online source, Social Science Statistics, was used to determine the P-

value.  The result was significant at the p ˂ 0.05 and p ˂ 0.01 levels.   

Summary of Results 

The results of the study indicated the rejection of the null hypothesis, (H0:  There 

is not a relationship between the assistant principal’s perception of Authentic Leadership 

skills in the lead principal as measured with the ALQ and the assistant principal’s level of 

trust in the lead principal as measured with the WTS), and the acceptance of the 
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alternative hypothesis, (H1:  There is a relationship between the assistant principal’s 

perception of Authentic Leadership skills in the lead principal as measured with the ALQ 

and the assistant principal’s level of trust in the lead principal as measured with the 

WTS).  Each research question was verified with a significant positive relationship.  The 

relationship between the cumulative ALQ scores and trust in the principal had a positive 

correlation of 0.91.  The relationship between relational transparency and trust in the 

principal had a positive correlation of 0.85.  The relationship of the internal moral 

perspective and trust in the principal had a positive correlation of 0.94.  The relationship 

between balanced processing and trust in the principal had a positive correlation of 0.84.  

The relationship between self-awareness and trust in the principal had a positive 

correlation of 0.81.   

Although all variables tested had a positive correlation with trust, internal moral 

perspective had a stronger correlation and a stronger linear progression.  In viewing the 

scatter plots of figures 4.3, 4.5, and 4.6, there was a ceiling showing high levels of trust 

associated with lower levels of relational transparency, balanced processing, and self-

awareness skills.  This demonstrates that the rating of trust was scored higher, and 

sometimes scored to its limit, while the other three components were scored at lower 

levels.  Only the scatter plot of internal moral perspective displays a more linear 

progression.   



 

 

 

 

Chapter V 

Discussion 

Summary of Findings 

 This chapter will summarize the results and discuss their meaning.  Each of the 

five research questions will be listed, the results listed, and the findings discussed.  The 

possible meaning and rationale for the results of each research question will be discussed.  

Next, the implications and possible relevance of the findings will be listed.  The chapter 

will conclude with the limitations of the study and suggestions for future studies.  

 The study resulted in rejecting the null hypothesis, (H0:  There is not a 

relationship between the assistant principal’s perception of Authentic Leadership skills in 

the lead principal as measured with the ALQ and the assistant principal’s level of trust in 

the lead principal as measured with the WTS), and accepting the alternative hypothesis, 

(H1:  There is a relationship between the assistant principal’s perception of Authentic 

Leadership skills in the lead principal as measured with the ALQ and the assistant 

principal’s level of trust in the lead principal as measured with the WTS).  The study 

found a strong relationship between the assistant principals’ ratings of their principals’ 

average ALQ scores of relational transparency, internal moral perspective, balanced 

processing, and self-awareness, and trust in their principals as measured by the WTS.  

Each Authentic Leadership variable had a strong correlation with trust, but internal moral 

perspective had the highest with the value of r = 0.94. 
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Discussion of the Results 

Research Question 1 

Research question 1: (Is there a relationship between the assistant principal’s 

perception of their principal’s composite Authentic Leadership skills using the Authentic 

Leadership Questionnaire (ALQ) and the assistant principal’s perception of trust in their 

principal as measured by the Workplace Trust Survey (WTS)?)  This question focused on 

the analysis of the cumulative score of Authentic Leadership skills in principals, as 

perceived by their assistant principals, and its relationship with trust.  An analysis of the 

relationship of the assistant principals’ perceptions of their principals’ Authentic 

Leadership skills and their perceptions of trust in their principals.  The data indicated that 

there was a strong relationship between the assistant principals’ scores of their principals’ 

overall Authentic Leadership skills and trust in their principals with a value of r = 0.91.   

These data suggest that principals who are perceived by followers to have higher 

Authentic Leadership skills will be more likely to have higher levels of trust in followers.  

This also supports theorists who have state that Authentic Leadership instills positive 

characteristics in followers such as trust.  The attributes of an authentic leader include 

one who is genuine, reliable, trustworthy, real, and veritable (Luthans & Avolio, 2003).  

Authentic leaders instill trust in followers, and the implications of trust in leadership is 

important at increasing follower work engagement and follower productivity (Walumbwa 

et al., 2010).  Trust also had a positive impact on followers’ work attitudes of: 

commitment, job satisfaction, meaningfulness, and engagement (Avolio et al., 2004).   

Trust in principals was instrumental at increasing “student achievement, teachers' 

collective sense of efficacy, and overall school effectiveness” (Tschannen-Moran & Hoy, 
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2000, p. 584).  Greater amounts of trust were related to higher math and reading skills in 

students (Tschannen-Moran & Hoy, 2000).  Trust is critical for all levels of an 

organization and trust fosters productivity for everyone in an organization (Tschannen-

Moran & Hoy, 2000; Bird et al., 2012).  Trust creates a more relaxed atmosphere, where 

teachers can focus more on teaching and students can focus more on learning 

(Tschannen-Moran & Hoy, 2000). 

Research Question 2 

Research question 2: (Is there a relationship between the assistant principal’s 

perception of their principal’s relational transparency as measured by the ALQ and the 

assistant principal’s perception of trust in their principal as measured by the WTS?)  This 

question analyzed relational transparency in principals, one of the four components of 

Authentic Leadership, and its relationship with trust.  Relational transparency, as well as 

the three other components of Authentic Leadership, was examined individually to 

determine their possible relationship with trust.  The purpose was to examine the data for 

possible variances of strength between the four components of Authentic Leadership.  

This question sought to specifically determine a possible relationship between the 

assistant principals’ perceptions of their principals’ relational transparency and their level 

of trust in their principals.  Relational transparency had a positive relationship with trust 

with a value of r = 0.85.   

Leaders who display relational transparency will increase their relationally 

intimacy with their followers (Gardner et al., 2005).  The data suggested that leaders with 

high ratings of relational transparency by followers will also be seen as trustworthy.  

These data supported the claim that leaders with higher levels of authentic leadership 



77 

 

 

 

skills also display higher levels of trustworthiness, openness, and willingness to share 

thoughts and feelings with their followers (Gardner et al., 2005).  Relational transparency 

allows followers to analyze the leader’s intentions, which also helps them to determine if 

the leader is competent, concerned, open, and reliable, which are key components to 

building trust (Mishra, 1996). 

Research Question 3 

Research question 3: (Is there a relationship between the assistant principal’s 

perception of their principal’s internal moral perspective as measured by the ALQ and the 

assistant principal’s perception of trust in their principal as measured by the WTS?)  This 

question analyzed the component of internal moral perspective of principals and its 

possible relationship with trust.  The focus of this question was to determine if a 

relationship exists between the assistant principals’ perceptions of their principals’ 

internal moral perspective and their trust in their principal.  There was a positive 

correlation between internal moral perspective and trust with the value of r = 0.93.   

Internal moral perspective is guided through self-reflection and self-evaluation 

which regulates one’s behaviors (Stajkovic & Luthans, 1998).  It is through this process 

that an authentic leader develops positive attributes such as honesty, trustworthiness, 

fairness, and caring (Brown et al., 2005).  

The data suggested that authentic leaders may possess high levels of positive 

attributes such as trustworthiness.  According to Stajkovic & Luthans (1998), the 

outcome of self-reflection and self-evaluation helps authentic leaders to adjust their 

behaviors in order to meet a higher internal standard.  The data also suggested that as 

authentic leaders grow in their ability to utilize the components of internal moral 
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perspective, they also growing in trustworthiness.  These data supported the claim that 

self-reflection and self-analysis could help authentic leaders to develop positive.   

The scatter plot on Table 4.4 gives a visual representation of the relationship 

between internal moral perspective and trust.  The correlation of internal moral 

perspective and trust was the most linear of the four components of Authentic 

Leadership.  This indicated that internal moral perspective should have a higher 

probability of accurately identifying Authentic Leadership skills than any of the other 

components of Authentic Leadership.  

Research Question 4 

Research question 4: (Is there a relationship between the assistant principal’s 

perception of their principal’s balanced processing as measured by the ALQ and the 

assistant principal’s perception of trust in their principal as measured by the WTS?)  This 

question examined the level of the component of balanced processing perceived in 

principals for a possible relationship with trust.  The assistant principals’ perceptions of 

their principals’ balanced processing skills had a positive relationship with trust in their 

principals with a value of r = 0.85.   

Balanced processing not only helps a leader to make good external decisions, but 

it also helps them in evaluating their own strengths and weaknesses.  Balanced processing 

is a critical element in helping leaders to accurately analyze tasks for feedback and pursue 

challenging tasks with learning potential (Ilies et al., 2005). 

In this study the assistant principals’ perceptions of their principals’ level of 

balanced processing had a positive relationship with their perceptions of trust in their 
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principals.  The data appeared to show higher levels of trust in relation to lower levels of 

balanced processing skills, see Table 4.4.   

Although the relationship between balanced processing and trust is strong, it may 

suggest that trust can be obtained with lesser amounts of balanced processing.  Balanced 

processing may have higher value with followers as it relates to trust.  Those who have 

high levels of balanced processing may also appear to be competent and concerned, 

which are traits are necessary for earning trust (Mishra, 1996).  

Research Question 5 

Research question 5: (Is there a relationship between the assistant principal’s 

perception of their principal’s self-awareness as measured by the ALQ and the assistant 

principal’s perception of trust in their principal as measured by the WTS?)  This question 

examined the level of the component of self-awareness perceived in principals for a 

possible relationship with trust.  The assistant principals’ perceptions of their principals’ 

self- awareness skills had a positive relationship with trust in their principals with a value 

of r = 0.82.   

Self-awareness, according to Walumbwa et al. (2008), “refers to demonstrating an 

understanding of how one derives and makes meaning of the world and how that meaning 

making process impacts the way one views himself or herself over time” (p. 95).  

Although the data appeared to show a positive relationship between self-awareness in 

leaders and trust in followers, there does not seem to be an overt explanation for the link.     

One possible explanation for the positive relationship between self-awareness and 

trust is that only individuals who possess positive characteristics (such as competence, 

honesty, reliability, openness, and concern), are also willing to put forth the effort to 



80 

 

 

 

become self-aware.  These individuals would value both self-awareness and trust.  This 

may suggest that there is a strong relationship between a positive moral perspective and 

self-awareness.  This seems to be consistent with the belief that self-awareness would not 

be found in those of low moral development (Walumbwa et al., 2008). 

Implications 

The focus of the study centered on finding effective leadership strategies to help 

principals meet the ever-changing and increasing demands imposed on them in today’s 

society.  Principals, like other leaders, are expected to be highly ethical and capable of 

making positive moral decisions, yet many still fail in this venture (Frysh, 2011).  The 

traditional training process for principals seems to be teaching potential principals the 

knowledge needed to be an effective ethical leaders, but not how to become a leader who 

can meet the challenges of today’s society, especially in performing positive ethical 

behaviors (Quinn, 2005). 

Authentic Leadership is a leadership paradigm that holds promise in helping 

principals to possess a positive moral perspective and thus display positive moral actions.   

As an authentic leader, the principal, can create and maintain a positive self-development 

in himself and others (Luthans & Avolio, 2003).  Authentic leaders are considered to be 

confident, hopeful, trustworthy, optimistic, resilient, transparent, moral/ethical, future-

oriented, and prioritizes the development of followers in to that of building leaders 

(Luthans & Avolio, 2005).  Because Authentic Leadership is a newer leadership 

paradigm, with a testing instrument that was created in 2007, it has been the focus of only 

a few studies.  Nevertheless, the link between Authentic Leadership skills and trust needs 

to be studied further.  
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Trust has many positive qualities that are critical to building a positive culture and 

climate.  Trust in supervisors, for instance, has a positive relationship with worker 

engagement (Bird et al. 2009; Chughtai, A., Byrne, M., & Flood, B. (2014).  In 

education, trust is also related to student achievement (Tschannen-Moran & Hot, 2000).  

Several scholars, such as James Bird, Chuang Wang, Jim Watson, and Louise 

Murray, have conducted studies that focused on the relationship between Authentic 

Leadership and trust in principals from a teacher’s perspective.  They found a positive 

relationship between teachers’ perceptions of their principal’s Authentic Leadership skills 

and trust (Bird et al., 2009).  This is important in that high levels of trust in principals are 

related to high levels of work engagement in teachers; and, high levels of work 

engagement in teachers is related to student success (Tschannen-Moran & Hoy, 2000).  

The results of this have added to the body of literature regarding Authentic 

Leadership as a legitimate leadership style, worthy of further research and consideration.  

The results of the study indicated that Authentic Leadership is a leadership style that is 

positively related to trust and could be used to build trust between principals and those 

who follow them.  In return, increased levels of trust may translate into increased work 

engagement in assistant principals and teachers, which could result in increased student 

success.  

Authentic leaders are also focused on building the capacity in followers.  

Authentic leaders do not focus on philosophical knowledge, but instill hope, optimism, 

transparency, morality/ethics, and they are interested in developing those around them 

(Luthans & Avolio, 2003).  The principal, as an Authentic leader, will not only be able to 

meet the challenges in today’s organizations, but they can use these skills to develop the 
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leadership capacity in their assistant principals.  By coming along side of an assistant 

principal the principal can use relational transparency to communicate the processes and 

importance of self-reflection, a positive moral perspective, and self-awareness.  The true 

learning moments come as they approach critical trigger events, and they are able to use 

the processes to guide their actions.  This process could be used to train assistant 

principals in becoming future principals.  

The results of this study might be of interest to principals who want to see an 

increase in their levels of trust with their assistant principals, teachers, and staff.  By 

increasing their Authentic Leadership skills, principals may become more trustworthy.  

Superintendents may also want to focus on ways of improving their principals’ Authentic 

Leadership skills in an effort to increase campus work engagement, student achievement, 

overall trust in the principal, and to create future principals.   

Limitations 

 The study was limited by the number of the respondents who were questioned.  

Only 31 of the 63 assistant principals participated in the study.  The sample size would 

have increased significantly if the elementary and middle school assistant principals 

would have been included.  The sample size could have also been increased by including 

additional school districts.   

 Another limitation was in the scope of the study.  Analyzing the components of 

Authentic Leadership with trust produced quantitative results, but pairing these results 

with qualitative data from respondent interviews may have given a better understanding 

of the results.  While the data found high levels of trust in lower levels of relational 

transparency, balanced processing, and self-awareness, it might have been beneficial to 
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have asked the respondents how much they valued the four components of Authentic 

Leadership.   

Recommendations for Further Study 

 The strongest recommendations for further study are: 

a) replicate the study and increase the sample size.  This could be accomplished 

by using a larger school district or by including all of the assistant principals in every 

grade level.  Using multiple school districts could also be considered as an option.  The 

surveys were relatively quick to complete and could be administered via multiple 

professional emails;   

 b) replicate the study and include some qualitative data.  Interviews from the 

assistant principals would have helped in understanding how much they personally value 

the components of Authentic Leadership and trust;  

 c) replicate the study and also analyze the relationship between assistant principal 

perceptions of their principal’s Authentic Leadership skills and student achievement.   

d) replicate the study and also analyze the teachers’ perceptions of their 

principal’s Authentic Leadership skills and trust in their principals. 

e) analyze the relationship between the principals’ perceptions of their 

superintendent’s Authentic Leadership skills and trust in their superintendents.   
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Figure H1.  Pearson Correlation Coefficient Formula 


