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ABSTRACT

While student achievement is only one indicator of a building principal’s
effectiveness, it is widely considered to be one of the most important. This imbgpec
in regard to the current climate of accountability surrounding education. Muliijliest
have yielded results concerning the behaviors and characteristics of bpilidicigals who
are effective at increasing student achievement. However, many of thaies $iave not
been able to show a direct and substantial connection between specific behavaits amdr
student achievement. The definition of emotional intelligence provided by Salodey
Mayer (1990) can be interpreted to encompass a range of these previously $lilidesd a
under the umbrella of a distinct intelligence. This study incorporated the adgeyarchical
regression model, in order to determine the amount of variance in student achievement tha
can be accounted for by a principal’s measured emotional intelligence ohE@Qsé& of EQ
as an omnibus test of principal traits has the potential to inform both pre-seainasgtfor
aspiring principals and professional development for current administratotsdtsRéghis

study indicate that there is a small, but statistically significdatedf a building principal’s



emotional intelligence on student achievement in the areas of communication arts and

mathematics.
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CHAPTER 1
INTRODUCTION

Since the release &f Nation at RiskUnited States Department of Education, 1983) and
particularly since the issuance of tde Child Left Behindegislation of 2001, the call for
accountability in education has grown tremendously. Partly because of this call for
accountability and partly due to the advancement of the teaching professatrgans have
been made in discovering what does and does not enhance a child’s learning environment, and
the potential impact on student achievement. Many researchers have idsht#iegies,
programs and circumstances that influence a student’s educational achiesc&r& (

Hallinger, 2009; Leithwood & Mascall, 2008; Marzano, 2007; Marzano, Norford, Paynter,
Pickering, & Gaddy, 2001; Tobias, 1994). Throughout this research it has been determined and
become widely accepted that the single most influential factor in a ceddsational

achievement is the quality of the teacher(s) they have (Marzano, 2007). Marzancc{&307)
significant gains in both reading and mathematics for students who have highliyeffec

teachers. In fact, one recent study found that teachers accounted for 30% of shideairesnt
(Hattie, 2003). Because teachers have been shown to have a significanoim@dctational
achievement; much research has been conducted as to why certain teachers afective

than others, and how less adept teachers can increase their proficiencyachhmegteraft.

It has been suggested that teacher effectiveness can be fostered by, @rthto extent
created by the principal under whom teachers work (Dinham, 2007; Leithwood, 1998; Moore,
2009). These researchers, along with others, make the claim that certatecissics held by
building principals create favorable working conditions for teachers, thereatyng conditions

within their schools that are favorable for student learning. Leech and Fulton (280€68)eiled



that teachers who are enabled to feel effective in their positions have a high sffisaayf. In
addition, Hipp (1996) enumerates at length a variety of empirical rese¢adobssthat have
shown teacher efficacy to be significantly related to student achieveimenirrent literature
many of the skills or practices building principals engage in that impatieteatficacy often
fall into the categories of transformational and transactional leadership.

Whether one works from the model of emotional intelligence provided by Salovey and
Mayer (1990), Goleman (1998), or Bar-On (1997a), it is demonstrated that emotioas play
significant role in the day to day functions of life. Due to the people oriented natwieoots
emotions are likely to influence not only how schools are structured, but how the individuals
within them feel and how they generate results. Cooper et al. (2002) make two impairigst
along these lines, that education is designed to meet multiple needs within oyrawtie
educational leaders play an important role in meeting student need for idcaeademic
achievement (pp. 8 & 20). As educational leaders rise to the challenge of meztimgjtiple
needs of both society and our students they must look beyond the traditional methods for
structuring and supervising schools. Components of transformational leadershigtiorst
leadership, servant leadership and even transactional leadership eaclofday a
accomplishing this task. However, there is an underlying theme throughout elekeof t
leadership styles, emotion.

Gardner’s (1983) work on Multiple Intelligences lists two types of intelligehat draw
heavily on emotion, intrapersonal and interpersonal. Emotional intelligence erssas@th
one’s own emotions and those of others (Bar-On & Parker, 2000; Goleman, 1998; Salovey &
Mayer, 1990). Each of these researchers and authors has drawn specifia@ubetiveen

their work and education. Just as we know that not all students have the same atullgiaisa



the same is true of educational leaders. Those leaders who draw from the baithloiea
resources will not only undertake the technical elements of schooling, but the finergsoint
well. It may reasonably be argued that leaders who are adept at theofimsy may also find it
easier to implement the more technical elements.

Transformational and transactional leadership styles or behaviors, albrnbew effects
on the schools where they are employed are a widely studied area in the fokidaifaan.
Transformational leadership may be roughly defined as “fosteringitapagelopment and
higher levels of personal commitment to organizational goals” (Leithwooah&i,Ja009, in
Davies, 2009, p. 38). From this definition stems the notion that emotional intelligegqaana
significant role in the practice of transformational leadership. Salovellagdr (1990) are
credited with creating the term emotional intelligence and its definitistht@subset of social
intelligence that involves the ability to monitor one’s own and others’ feelingsnaotibas, to
discriminate among them and to use this information to guide one’s thinking and agiidss” (
Given the link between the positive effects of transformational leadership andreahot
intelligence, it is logical to investigate the link between a desiraatielship outcome, student
achievement, and the leader characteristic of emotional intelligence.

Emotional Intelligence

The concept of emotional intelligence is not relatively new, however it doeswehb
be a source of interest in a variety of fields. What began as a study in the fieldlaflpgy has
now branched out into the application and investigation of this theory in other fields. The theor
of emotional intelligence has been examined in the business world, but theredgdtie
investigation of this theory in education. However, when looking at this theoryrstubet] it

becomes clear that there are strong connections with certain areasatioedlicesearch. While



this is not a brand new theory, it is new enough to be seen as a field where continued
development is occurring and warrants careful consideration in the field ofieducat

Salovey and Mayer (1990) are credited with coining the term emotionalgetedk.
Their work began to look at how and why individuals perceive emotions and the ways in which
this perception may cause them to think or act. This investigation ultimeaaelydeheir
definition of emotional intelligence, which states that emotional intellgéntthe subset of
social intelligence that involves the ability to monitor one’s own and othergidgsednd
emotions, to discriminate among them and to use this information to guide one’s thinking and
actions” (p. 5). Since this time a number of researchers and theorists have stutiiedrthef
emotional intelligence.

In addition to Salovey and Mayer, two of the most widely recognized and published
contributors to the field of emotional intelligence are Daniel Goleman and Reux«em Haach
of these individuals has provided a somewhat different conceptualization or definition f
emotional intelligence than the one provided by Salovey and Mayer (1990). Goleman (2006)
does not provide a definition of emotional intelligence per se; rather he provides a
conceptualization of El as a four factor model. This model includes self-awarsaléss
management, social awareness and relationship management (Goleman, 200@akADile
and Parker (2000) defines emotional intelligence “as an array of noncognititiesabi
competencies, and skills that influence one’s ability to succeed in coping withrenental
demands and pressures” (Bar-On, R., & Parker, J.D.A., 2000, p.102).

Leadership, Emotion, and Intelligence
One premise of Goleman’s (1998) work with emotional intelligence is thatyitom a

more important characteristic thi in certain circumstances. It is also proposed, that by being



aware of one’s areas of strengths and weaknesses in regard to emotidiggdnnggla person

can work toward enhancing their emotional intelligence. Cherniss (1998) citeyaossmall

business owners who significantly raised their profits and sales afé@ringctraining in the

emotional intelligence aspect of using emotions to the benefit of one’s\deitlzers.

Goleman’s (1998) work is based on how emotional intelligence can be used in the wokplace.

wide base of empirical and anecdotal evidence is provided to show how emotiongkeintellis

beneficial and can be used wisely in the business world. Ashkanasy and Dasborough (2003)

conducted a study to determine the effectiveness of emotionally intelligenttist on student

learning in leadership courses. Their results were small, but did show someticonoetveen

the two. More specifically, they found that student knowledge of emotional intelédead a

moderate correlation of .26 with the group leadership activity (p. 20). This is ety the

researchers as evidence that knowledge of El alone can have an impact on gr@upsemht

study Barbuto and Burback (2006) compared the emotional intelligence of “traasiforal

leaders” to their transformational leadership qualities. A preliminawltref this study indicates

a link between emotional intelligence and transformational leadershigtdrestics. Little

empirical evidence is available to demonstrate how the use of emotionaemed may look in

a school setting, particularly the principalship. However, the literatggests that this is an

area that fits well with current thinking and study in educational leage(Shilan, 2008;

Ginsberg, 2008; Goleman, 2006; Hartley, 2004; Leithwood & Beatty, 2009; Moore, 2009).
Making the Connection, Emotional Intelligence and Educational Leadership

“School leaders live in emotionally ‘hot’ climates,” is the opening line efcamt article
on the topic of leadership and emotion (Leithwood & Beatty, 2009, p. 91). The authors argue that

when the rapid pace of educational change meets the human side of education, emotions and how



they play out, become an important aspect for leaders to carefully consithgrirLthis same
article Leithwood and Beatty (2009) write that the ability
to appreciate the emotional states of one’s colleagues, to figure out whadtdtiesere

in complex social circumstances, to respond in ways that are considered helpful, and to
understand and manage their own emotions is vital to a principal’s success. (p. 98)

It is surely no coincidence that the description of a principal’s role nsmattbgely with Salovey
and Mayer’s (1997) definition of emotional intelligence. Marks and Printy (2003) userthe
“relationship” to describe how a principal becomes effective at fulfillingptiegiously described
role. These relationships form the basis for transformational leadershiipeaschool level
processes, such as Professional Learning Communities that can stem froffllioét, Murphy,
Goldring, and Porter (2007) argue that the principal plays a crucial radenmgnicating “the
importance of community” to all school stakeholders (p. 189). Leaders who pteatde
recognizing and coping with emotions, understand the importance of relationshipsstend f
sense of community within their schools have laid an important foundation for quatkytavbe
built upon.

Two topics in educational reform that were mentioned previously are Professional
Learning Communities (PLC’s) and transformational leadership. Thesed¢a® r@present
professional behaviors or modes of work that enhance the endeavors taking placsohibis.
In their outline for Professional Learning Communities Dufour and Eaker (200&)rcathools
to organize themselves in ways that increase the collaborative nature efdheiElliott,
Murphy, Goldring and Porter (2007) found the use of collaborative structures to be one of the
most influential components of successful schools. One important method for enhancing
collaborative structures within a school is through the use of distributed leadersthkpart
Hallinger (2009) define distributed leadership as a form “of collaboratiotigeddy the

principal, teachers, and members of the school’s improvement team in leadiokyabkss
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development” (p. 662). Graczewski, Holtzman and Knudson (2009) highlight the importance of
involving teachers in decision making processes. This form of distributed |leadewshibuted
significantly to the overall success of the schools in their study. A shift in theakaols are
structured and managed is necessary for collaborative structures andteéigtitioms of
leadership such as shared decision making to take place. This shift can lmease@vement
away from strictly transactional forms of school leadership, to a balancehdafrmesactional
and transformational practices. Leithwood (2007) provides an excellent contvestibéhese
two forms of leadership when he says that transactional leadership stems from
a mechanistic worldview that assumes motivation to be the key to change; itdelieve
extrinsic incentives and rewards are the strongest motivators and usessioaiiegies,
such as detailed job descriptions and direct supervision of employees, to ensure desired
employee performance. In contrast, transformative approaches springrfrorganic
worldview, assume capacity to be a key to change, offer intrinsic incentisles\sards

when additional motivation is required, and use commitment strategies to ensure
desirable performance. (p. 189)

From this description it should be clear that some elements of transactaaeiship can be
useful, such as job descriptions; whereas if an organization (school) hopes to sitseifuice
sustainable growth, there must also be room for transformational forms of lepgeestant.

In order for educational leaders to effectively engage in shared deciskomgmauild
organizational commitment and set a clear vision for their schools, they must htoa hor
skills that allow them to work well with others. Fullan (2007) makes the casedatiabf these
aforementioned ventures would be considered some form of educational changemeuethar
regard to educational change he states,

that finding moral and intellectual meaning is not just to make teachefsetésl. It is

fundamentally related to whether teachers are likely to find the considerafdg ene

required to transform the status quo. Meaning fuels motivation; and know-how feeds on

itself to produce ongoing problem solving. Their opposites — confusion, overload, and
low sense of efficacy deplete energy at the very time that it is sodgde(p. 39)



This quote contains a variety of terms related to the concept of emotion, and rigittfully
Emotions are part of who we are as people. Moore (2009) makes the case that emotional
intelligence is a key element for enhancing and carrying out the skidssey for effective
change. Both Salovey and Mayer’s (1990) and Goleman’s (1998) definitions of emotional
intelligence recognize the importance of interpreting others’ feetingsacting accordingly.
Johnson and Uline (2005) highlight the importance of emotionally intelligent principalsiin t
concluding statement, “our children’s future should not depend on their family’s luck in finding
a neighborhood that has the right school leaders” (p. 51). School leaders with high emotional
intelligence possess the skills and abilities to carry out effective sdnaaje.
Statement of the Problem

In an increasingly diverse and changing society, those who are closestge omast be
prepared and willing to engage our society in the act of ensuring equity and opportunit
Educational leaders hold a unique position in this endeavor, as they are at thadroktre
diverse needs, opportunities, values and cultures of our society. An effective sathenideme
who is not only able to recognize the important characteristics of their schoakrged |
community, but can also address these qualities in an effective manner. Thevieadan
accomplish such a task is one who is continually seeking to improve their practice.

According to the National Center for Educational Statistics (2009), childreasaitre
United States have greatly varying rates of educational achievementagpen where they
live. Thirty six point four percent of suburban and 32.6 % of rural fourth grade studentsedchie
a score of proficient or advanced on the 2009 administration of the NAEP (NCES, 2009).
Whereas, 26.1% of fourth grade students living in a city and 28.3% of students living in a town

scored proficient or advanced on the same exam (NCES, 2009). While these foguzetoanot



tell the whole story, they may pose an important set of questions for school leaaddesaders

at large to consider. Such as, why are suburban and rural students achieving aatagllean

other students? Or more importantly, why do we have 60 — 70% of students scoring at basic or
below, regardless of where they live?

Increasing student achievement will require improvement from the individuals
responsible for their education (Graczewksi, Holtzman, & Knudson, 2009). Not only must
leaders continually strive to improve their practice, but they must also makeratomnt to
building schools that promote equity and ensure opportunity for all students. Rethinkiolg the
of educational leaders, striving to enhance practice and placing emphasisius thett increase
equity and opportunity for students are not only worthy goals, but may be the very means b
which the previously mentioned questions become answered.

While leaders in the field of education are not all school principals, this is aitble w
which many individuals are familiar and provides a model for understanding educational
leadership. The role of a school principal has traditionally been that of a mavlageaging the
human, financial and physical resources of a particular school building remaimyprima
responsibilities of the building principal. However, a review of relevant liszatill show that
shifting the focus away from these areas is essential for building prstiplaé effective.

The Principal: From Manager to Instructional and Transformational Leader

In reviewing literature from a period between 1969 and 1973 there are several common
themes presented that reinforce the traditional idea of the building priasipainanager. One is
the idea that a principal must maintain sole discretion on what is taking pthae tve building.
Robert W. Zellers (1973) asserts that there is a tendency for principaketthé view that they

have the final say on the day to day teaching that takes place in a school; anitheaggeestion



as to whether or not a principal can accept certain behaviors. Behaviors, teathaligénging to
traditional authoritarian managerial styles, are somewhat inconsedjuetitia larger school
context. Examples from this list range from teacher dress to classroonzatgami

Georgiades and Trump (1969) focus on a more instructional role for the building
principal, but begin their work by recognizing the traditionally accepted maakgde. Their
notion of the managerial concept is best stated by the use of the term “planerhgmatsl)
when referring to the building principal. The authors make the case that theyr@djari
principal’s time is spent dealing with tasks that do not directly relateiderst learning and
achievement. Understanding the traditional expectation that a building prindijpal @ manager
should not reflect negatively on educational leaders from the past, rather it showdd be ae
starting point for current principals to work from.

There is indeed a need for the managerial aspect of schools. The principal wihd can f
ways in which to effectively and efficiently carry out the managéashts, with which they are
charged, will find themselves in a better position to address the instructionahpadrtheir job.
Georgiades and Trump (1969) cited the principal’s ability to dedicate tlogityajf their time
to instructional tasks as the number one priority in effecting change towesgdsimg student
achievement. Marzano et al. (2007) found that there are 21 leadership actions whicHypositive
affect student achievement, and only two pertained to the management of school sgppurce
42-43). According to Lambert (2005), schools can find themselves in a situation where the
principal is viewed as the ultimate authority and action cannot be taken withowptheval.
However, when teacher leadership is recognized by the principal and exénrcibe teachers,
many tasks that were previously held by the principal can be distributed amongdbkstaff.

Lambert (2005) provided an example of this idea in action when a building principatkexs
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by the staff to allow them the opportunity to be responsible for “convening meetings and
coordinating tasks” (p. 65). This principal had clearly found ways to build the legulershi
capacity of the school staff and at the same time removed a portion of the previalislytiesl.

Moving from the role of manager to the role of instructional leader not only involves
addressing external factors, but internal ones as well. In fact it maadenable to surmise that
a school which lacks a strong internal leadership structure may haveffigtieveness on the
larger school community or external factors. If a principal is to act ad@cational leader, they
must have the capacity to effect the education of students. In order tcaedtadent’s education
the principal must be able to dedicate their time to efforts which enhance’a elilicational
environment rather than to efforts that serve only to maintain the day to day actavisglodol.
A building principal can do a great deal to both free their time for instructicadeighip and to
promote quality instruction within their school.

Time is a limited commodity, with which we are all provided the same amount. The
challenge for a principal is how to use this commodity toward the greatest goocha@ner in
which this goal can be accomplished is to develop the leadership skills of othershathin t
school. During his study to determine the effects of principal leadership on stctiestement,
Dinham (2007) found a significant correlation between distributed leadershipudedtst
achievement. The most successful schools in the study were ones in which teagrehip
was developed and exercised well. Fulton and Leech (2008) gained similar regultisefir
research on shared decision making. They found that when shared decision making skills are
taught and supported by the principal; leadership capacity in the school ish&neagtThe
authors went on to state that the practice of shared leadership allows school“stafite the

results they really desire” (p. 641).
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Addressing the Problem

If the role of the building principal is most effectively filled when the individual
occupying that position is able to engage in the transformative acts of steatetship and
promoting a strong common vision; the question of how a principal can be effectiveeat the
tasks may reasonably asked. In fact, this has been the source of manga¢stpidies on
effective school leadership in recent years. Author Jim Collins (2001), ingvaibout why
some businesses fare better than others, cites two reasons that mag teistdéa. Businesses
where exemplary leadership is found and where the best employees are drafeotivelgfare
those that begin to make the rise to the top.

Another popular business author, Patrick Lencioni (2002), provides a fictional corporate
setting for describing what he calls “the five dysfunctions of a téaii). Each of these distinct
challenges, or dysfunctions, has the potential to affect groups of individualslimgckchools.

Not only can these challenges affect schools, they do affect schools. Thesfinections are
“absence of trust,” “fear of conflict,” “lack of commitment,” “avoidarafeaccountability” and
“inattention to results” (Lencioni, 2002, p. 188). Dealing with these challeffigesively
requires a high degree of emotional intelligence. While Lencioni (2002) does ero¢iwipirical
evidence as to why or how these challenges arise, or the effectivenessugfgastions; there
are strong connections between his narrative and the work of educational leaders.

These two popular authors draw on experience in the professional world of business to
support their ideas about how companies or teams within them may be successful.rHmsveve
mentioned in the previous paragraph, there are common elements that can be found between
their work and the work of education leaders. This is specifically true datég¢o the building

principal. As this role has shifted from that of a manager to fit a more trarafoendefinition
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of leadership, those principals who are effective at supporting and sustaining sicabols

promote equitable achievement and opportunity for students; are ones who witiddas@tk

on models of leadership from both inside and outside education. Working from these models
will not be enough though. There must be underlying elements that cause a principal tdde able
capitalize on this information.

If principals are to be equipped with the knowledge of how to work effectively in school
that support and sustain equitable student achievement; there must be a better umdpo$tandi
what principal characteristics foster such an environment. In the wordvies¥a009), the
problem may be best summarized as an issue of; “increasing the dens@igledthip so that
everyone has access to facilitative leaders who can help them artendaa@alyze their
professional experience, and act on it to improve the quality of teaching anddé#pmni108).

One possible explanation for leaders, who are adept at such work, could be emotional
intelligence.
Purpose of the Study

The purpose of this quantitative study is to determine the relationship between a building
principal’s emotional intelligence and student achievement within that schutiain £2005)
states that theories can only take an organization so far, the rest musirbplsted through
practical measures. If educational leadership were to be viewed asba@iiiae venture,
schools and their leaders would then be presented with an interesting chaliergeallenge of
how best to effectively navigate the competing views, experiences, and needtedrbgehe
individuals who make up the organization. Dr. Bobby Moore (2009) presents the idea that

emotional intelligence is an effective tool for rising to this challenge.
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This type of intelligence is useful to educational leaders as they work withakdov
support schools. Geoff Southworth (2009) does not directly mention emotional intelligenge in hi
work; however he does directly discuss three areas of influence held byi@taldatders. The
first area is “direct effects,” or ways in which a direct connection candme between a leader’s
actions and outcomes within a school (p. 94). The second is “indirect effects;” fiecte e
which are more loosely associated with the actions of a school’s leadedghifd area is titled
“reciprocal effects,” these are effects that form a looping patetimden a school’'s leader(s)
and teachers. Southworth (2009) makes the statement that “effective schosl\eadtetirectly
on their indirect influence” (p. 95). One of the best ways for a leader to work on this are
through the use of their emotional intelligence.

Exercising emotional intelligence, while it may play a beneficikd m leadership, is not
an easy venture. Rick Ginsberg (2008) makes the case that educational ledteadexs in
general are not given the appropriate tools and training for dealing wigmibiggons that
accompany leadership roles. However, leaders who possess high levels ohahnutlligence
or who are skilled at exercising this intelligence are often successfulniethaership roles
(Goleman, 2006).

As defined earlier, awareness of emotion is one of the key components of emotional
intelligence. Ginsberg (2008) makes the point that this may run contrary to popigts debut
leaders and leadership. It is common for leaders to be viewed as strong, ingiwidaare not
easily swayed and who may attach little emotion to their actions. A dorgeleéew is that
emotion should not play a major role in leadership. Decisions should not be based on emotion
alone. However, ignoring the emotional side of decision making neglects a veaaddalman

element. This is especially true when leaders are confronted withupetiiachallenging
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decisions. In light of these views and the nature of school leadership, the trainingland ski
necessary to increase and exercise emotional intelligence are mpotEaders and the schools
entrusted to their care.

Findings from this study will potentially add to current research on how pk-12 building
principals affect student achievement. Study results may be particuddubble, in their
potential to be a significant addition to a limited body of knowledge in the fieldhoti&nal
Intelligence as it relates to the principalship. Results of this studyalsaynform the training
for pre-service school leaders and for the professional development of currentesaterd.

Theoretical Framework

Empirical research evidence has shown that there are indeed certaitecisticzcand
behaviors possessed by or practiced by building level school principals. Each ofeélceseopi
evidence either proves or disproves the importance of these charactengtehaviors as they
relate to enhancing a student’s school experience or academic achieusfménthese results
are important for informing the practice of educational leadership and tiiifscedvancement
of this profession, they cannot be viewed or treated as isolated pieces of irdorRather,
they must be placed in a framework that addresses the larger picture dfoeduicahis way,
empirical evidence and theory can be combined into a more comprehensible coizeiotuaif
education as a whole. This research study is guided by theory in three raainrdaedligence,
motivation, and leadership. Each of these fields of theory provide a basis for whgrerh
intelligence is a concept that fits well with educational leadership ardntsufurther study of

their connections.
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Intelligence

Intelligence as a characteristic possessed by an individual isalbfiriderriam-
Webster’s (2011) online dictionary as “the ability to learn or understand oaltavidle new or
trying situations.” This resource further defines intelligence quotieta aamber used to
express the apparent intelligence of a person.” Theory and research inéidtio¢ ifitelligence
as a psychological construct delve much deeper into what intelligencdyaistuabw it is
formed, and what is known about its connection to other areas of life. The notion that
intelligence is a single fixed characteristic held in varying measom an individual basis was
once a commonly accepted notion. However, several theorists and many resdacbdound
that there is much more to intelligence than a single fixed human characté/sschler (1958),
who is credited with much of the foundational knowledge on intelligence made note that while
his work focused on intellect, it was his opinion that other intelligences did indestd@ardner
(1983) proposed and has substantiated a theory of multiple intelligences that cdotgross
It is partially from these learnings, that Salovey and Mayer (1990) and Gol(@0@6) produced
their work on emotional intelligence.

General intelligenceGeneral intelligence ayis what is most commonly referred to
when intelligence or intelligence quotid@t is discussed. Brody (1999) attributes the concept of
g to the work of Spearman (1923). In this work Spearman developed a model that showed a
relationship between different aspects of intelligence. From this model fueearch began to
narrow down exactly what constructs or ideas constitute a generabeneli. Nettlebeck and
Wilson (2005) credit Binet (1916) with developing the first tedtobr g. From Spearman

(1923) and Binet’s (1916) work, much has been learned about the nature of intelligence.
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Before discussing general intelligence further it is importanbte an important
historical context in whiclhQ testing and general intelligence were used. During the early
twentieth century as this field was developing, a school of thought was developsatctbgt
could be bettered by protecting itself from those who were considered to be ynentall
incompetent or inferior. It was claimed “that a substantial number of imeridans, especially
racial and ethnic minorities, did not have the inherited intelligence negéssamtrol their
passions and that these higher-functioning morons were doomed to pauperism andyamme (R
1997, p. 671). As this quote illustrates the incorrect idea that individuals of certaiamdces
ethnicities are mentally inferior was not only alive and well, but being &xbtey certain
segments within scientific fields. Those who sought to continue or enhance segregaticepr
within public schools often drew on eugenics research to support their rhetoreaidugs
defined by Merriam-Webster is “a science that deals with the improugaseby control of
human mating) of hereditary qualities of a race or breed” (Merriam-&el2912). While the
field of intelligence andQ testing have shifted away from this mindset, remnants of the eugenics
movement linger in today’s educational setting. Which is demonstrated in tr@esth “no
guestion has been as persistent or so resistant to achieving consensus as thdatofehrelss
of nature and nurture in achieving individual and group differences in cognitive ability”
(Rushton & Jensen, 2010, p. 9). Rushton and Jensen (2010) based their work on a review of
eugenics related literature published within the past twenty years.

Due to the continued influence of the eugenics movement, awareness of this issue is
important when discussing the topic of intelligence. Results gained from stughésng
intelligence should be interpreted through a critical lens to avoid reaching@veralized

conclusions about any particular groups’ inherent level of intelligencegémdo this study
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Salovey, Mayer, and Caruso (2002) have found no significant differences acrakandci
ethnic groups in regard to emotional intelligence when using the Mayer-SalaveyeC
Emotional Intelligence test. In light of this finding, the research conducted isttialg is
considered by the principal researcher as having little to no bias in regao® tand ethnicity as
they relate to the measured emotional intelligence of study participants.

Bar-On and Parker (2000) discuss general intelligence in much the same wwaig tha
defined by Merriam-Webster (2011); however they do provide additional cdigiic One
clarification is that the term intelligence is “best applied to ment#s thdnose primary purpose
is problem solving in one or another content domains” (p. 107). This additional information
allows room for a model of general intelligence as a distinct concept, whilesnassling other
accepted or theorized conceptualizations of intelligence. Others sucthashl¢e (1958) define
intelligence as “the aggregate or global capacity of the individual to gmbg®fully, to think
rationally, and to deal effectively with his environment” (Wehschler, 1958, ext layt Salovey,
Bracket, & Mayer, 1990, p. 3). Under this definition, the idea of general intelegenc
broadened a great deal. It is most likely from this definition that much of thenttineory on
intelligence has been centered.

Brody (1999) outlines several ideas about intelligence. First is the ideadiveduals
differ in their intelligence due to factors outside their control such as genadienaironment.
Kinnie and Sternloff (1971) provide early evidence of this idea. It was proposed tiesrtte
factors other than mental ability that would impact a child’s score on a givéigenee test,
which is also an idea held by Binet (1916). One of the factors found to contribute tashis w
environment, specifically environment as it relates to socioeconomic status (p. 198Derrof

Brody’s (1999) ideas on intelligence is that, it is not a fixed concept. Gardner (Ba0€)n
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and Parker (2000); & Mayer, Caruso, and Salovey (1999) each concur with this idege e
is developmental over time. One can reasonably expect a preschooler to perferenttifon a
test of general intelligence than a twenty year old college student. This s&ise, as all
individuals gain knowledge and skills over the course of a lifetime.

If intelligence is not a fixed characteristic and it can encompass sude aamnge of
human abilities or functions, how can this concept be useful? Nettlebeck and Wilson (2@05) sta
that a child’'dQ can be useful in making “decisions about children’s capabilities” (p. 611). They
are quick to point out that these decisions should be made carefully (p. 611). When thisistateme
is combined with constructivist theory on learning it may provide a guide to making such
decisions. Constructivist theory describes a model of learning in which indsvioluiéd
knowledge based on prior knowledge and experiences. If a clidssused as a guide in
helping them build upon prior learning or experiences, this measure of intefligencbe quite
useful in the field education. However, the usefulness will be limited when thelienitasion
on the understanding of other areas of intelligence.

Multiple intelligence Howard Gardner (1983) is credited with developing the theory of
multiple intelligences and remains the foremost theorist in this field. lorigmal work there
are seven intelligences. Recently Gardner (1998) has added an eightremtellig his list and
is considering a ninth. While this list of intelligences is not the only list aigrmzed
intelligences, it is of importance in understanding how and why intelligenceoge\eshd what
specifically constitutes an intelligence. Gardner (2006) outlines tegiantecessary for an area
to be considered an intelligence as follows: a) how the area relatesaicheisethe normal and
abnormal development of humans b) the area must be clearly defined and limitedcibasgte

of skills/abilities c) the area must be able to be physically representechewsay (pp. 7-8).
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These criteria may be considered quite broad and as such, have drawn coesidécain.
However, since Gardner’s (1983) original work, much research has substantiategdaarakedx
the original theory of multiple intelligences.

The original seven intelligences theorized in Garnder’s (19&8yes of Mincare as
follows: “linguistic, logical-mathematical, musical, spatial, bodily-lsitietic, interpersonal and
intrapersonal” (Gardner, 1998, pp. 24-25). In subsequent years an eighth intelligence,
“naturalist” has been added to the list (Gardner, 2006, p. 18). Each of these eighdfforms
intelligence are seen as distinct aspects of intelligence. Individodés this theory are seen as
having various levels of each of these eight intelligences. Logiqaking this makes sense, as
many individuals can be identified who may be very gifted in one of these areas, lout not i
another. It is this thinking that has led to both the implementation and misintegoretat
multiple intelligence theory in education.

Gardner (1995), Gardner (1997), Moran, Kornhaber, and Gardner (2006) provide a basis
for the wide range of aspects addressed under multiple intelligence tBeerimportant aspect
of this theory is expressed by Gardner (1995) in the notion that this theory is so broad it could
encompass almost any ability or characteristic. Multiple intelligeéheory is “empirically
based” and Gardner states, “that a treatment in terms of a number of semmndleaepe
intelligences presents a more sustainable conception of human though than onetghat posi
single ‘bell curve’ of intellect” (pp. 4-5). Another important aspect of muliiptelligence is that
it is complementary to general intelligence as opposed to it. Gardner (199%)dbehat
general intelligence refers more to scholastic aptitude, while multigiigence refers to an

interaction between general intelligence and other distinct formsetifgetce (p. 5).
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Emotional intelligenceEmotional intelligence is a field of intelligence that has begun to
be widely studied, but may lend itself to misinterpretation for a variety sbnsaTherefore it is
important to establish a framework for this field of intelligence as it eppdi this study. Early
work on emotional intelligence may have been misconstrued as a catclsisléobullet.

Critics of emotional intelligence theory often claim that the conceptgwdaime together to
form this type of intelligence are too vague and cannot be reasonably separateth&om
psychological constructs (Petrides, Furnham, & Mavrovelli, 2007). In regard tivérebsiliet
syndrome, popular literature has proposed claims that emotional intelligencgnsicast
predictor of success (Matthews, Zeidner, & Roberts, 2007). That is to say, indivichafsgh
emotional intelligence are often found to be highly successful in their chosert(sirsui
Therefore, emotional intelligence must account for a high degree of thegssu Prominent
researchers in the field of emotional intelligence are quick to denounce both my#tt, their
theories and subsequent research take care to explain not only how these myths drose, but
they can be disproved or take a unique place within the larger concept (Cherhjsxé6a
Petrides et al., 2007; Salovey & Mayer, 1997).

It is not appropriate at this point to delve into great detail about the concept of emotional
intelligence. However, as mentioned previously it is important to have a fi@euich to
work. Three prominent models of emotional intelligence theory will be introducede Tinedels
represent two important aspects of emotional intelligence theory. One, ¢hidne dhree most
widely accepted models of this theory as it currently stands. Two, they peowidi-rounded
perspective of the varying schools of thought regarding emotional intelligence.

In 1990 Peter Salovey and John Mayer coined the term emotional intelligence. Their

work is widely recognized as the catalyst for the field of emotionaliggeite. In this model,
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emotional intelligence is seen as an ability, a distinct facet of an indivalhalr than a
collection of separate skills or abilities. As an ability model, the SaloveyeMa990)
conceptualization of emotional intelligence is unique.

Daniel Goleman (1998) is credited with a model of emotional intelligence thaklea
described by Cobb and Mayer (2000) as a mixed methods model of emotional intelligesce. T
is an important distinction between Goleman’s model and the Salovey-Mayer model.

The Bar-On model was developed by Reuven Bar-On (1997a) and is another mixed
methods model of emotional intelligence. The Bar-On model can best be understood tigough t
use of his own words. Bar-On (2000) states that, “emotional and social intelligence is
multifactorial array of interrelated emotional, personal, and social abititiat influence our
overall ability to actively and effectively cope with daily demands and presSqpre385). This
definition clearly places the Bar-On model in the mixed methods categoryotibeal
intelligence theory as described previously by Cobb and Mayer (2000). Bedaissieroad-
based definition, critics of this model also cite that it has significant @gewah other
psychological constructs, and therefore cannot be seen as a distinct mtelligewever, the
use of Bar-On’s measure of emotional intelligence, the EQ-I, continues to grow.

Emotional intelligence (EI) as a distinct intelligence cannot currenttiebeed in only
one manner, as the previously discussed theoretical conceptualizations of thisgctolearly
demonstrate. However, these overlapping models should be able to provide a framevierk for t
theory of El and deliver insight into how it may apply to the field of education andubdigsis
particular. Education is a field that at its core is centered on the interdotitmsen people and

between people and sets of knowledge. In any human interaction a varietytiohsnand
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emotional responses will be present. The type and frequency of these emoticaabenide
likely to have a significant impact on the educational experience of students.

Constructivist theory tells us that new knowledge is built on prior understandings and
experiences (Lambert, Walker, Zimmerman, Cooper, Lambert, Gardneal# 2002).
Theorizing on leadership proposes that the most successful leaders are thoze wkpi@
their followers to rally around common goals and inspire their will to attain tiAéimiérs,

Bosker, & Kruger, 2003). Emotional intelligence theory addresses the componassangdor

a leader to understand their followers’ prior experiences and knowledge, atbragleader’s

ability to encourage, support and inspire others. While this study does not propose to find that
leader’s (building principal) level of emotional intelligence is a prediat successfully

increasing student achievement, it does propose to demonstrate a correlatssm kisis

concept and El. It is proposed that a building principal’s El is one component in the make-up of
effective school administrators.

Motivation

Motivation theory provides an important insight into both the behaviors of building level
principals and the outcome measure of student achievement. Much postulation anld hesearc
been devoted to the particular reasons behind how and why individuals are motivated. What
exactly is it that drives some individuals and groups to pursue personally orysg@sflying
objectives? While current theory would not sufficiently answer the wi@g afrother questions
associated with this broad question, it does provide a starting point for establishsedjreeba
knowledge and connection between the additional fields of intelligence and lepdaisg

examined within this study.
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Three particular conceptualizations within the field of motivation theory praseell-
rounded and interrelated picture of human motivation. Albert Bandura’s (2001) sapridiveo
theory delves into how collective and self-efficacy each play importarst irdle not only
motivation, but personal and group achievement. Deci and Ryan (2008) lay out their views on
self-determination theory. This theory looks at motivation in different aspeetslh
particularly the areas of “autonomous motivation” and “controlled motivation” (p. 182). The
third and final area of motivation theory examined is the expectancy-valug dseproposed by
Atkinson (1964). In this theory motivation is seen as a relationship between “tiveretdtie
and probability of success of various options” (Eccles & Wigfield, 2002, p. 118).

Social-cognitive theorylhis theory of motivation was developed by Albert Bandura
(1986) as a means to explain not only how individuals are motivated individually and
collectively, but why such motivation may or may not occur. Bandura (2002) statesdfet
cognitive theory,

distinguishes among three modes of agency: personal agency exercised irgjvidual

proxy agency in which people secure desired outcomes by influencing othetrsio a

their behalf; and collective agency in which people act in concert to shaptithesr (p.
269)

Two of these areas are of particular importance to this study, “peesgaraty” and “collective
agency” (Bandura, 2002, p. 269). Personal agency is synonymous with self-efficacy and
collective agency is synonymous with collective efficacy (Bandura, 2001).

Bandura (2001) states that “to be an agent is to intentionally make things happeis by one
actions” (p. 2). The idea of personal agency or self-efficacy is the indivichedief that they are
or are not capable of making certain things occur. This belief is dgticad to the quality and
guantity of work delivered by supervisors and their employees, or in the case tidlis s

principals and teachers. One’s self-efficacy also plays a cnotgain academic achievement.
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Students who feel that they possess the ability to achieve high levels of acadeceiss often
do so more readily than those who do not possess such personally efficacious beliefs.

Bandura (1993) claims that “it is difficult to achieve much while fightingdelibt” (p.
118). He goes on to make the case that ability is not a solidly fixed chetact&tudents who
feel that they are able to grow in their knowledge and skills tend to do just #matui&, 1993).
This concept can be broadened to the general population as well. Bandura (2001gsltkeuss
importance of self-efficacy in determining the pursuits and goals individualstakeleln this
line of thinking, people tend to undertake tasks in which they feel they can be successful and
tend to withdraw from those in which they do not feel they can be successful.

Carrying on with the previously quoted idea of agency is the concept of collective
agency. This concept is the idea that the self-efficacy of the individuals whoiseragroup
will constitute a larger group efficacy or collective-efficacy. In em@mple terms Bandura
(2010) calls individuals “producers of environments” (p. 75). It is “people’s sharedshelie
their collective power to produce desired results” that is at the heart obttuepat (Bandura,
2010, p. 75). This does not refer to a group’s ability to work together, rather it iothesgr
belief that they can work together to achieve a goal(s). This beliefatedri two ways. One,
self-efficacy of the group members has a direct effect on collectiva®f. Groups which are
comprised of highly efficacious participants are often high in collectiveaeffi Two, group
members who believe in the efficacy of the group often produce such a rasuhelirized that
groups which contain high levels of both these elements of efficacy have the patential t
undertake larger goals and maintain their commitment to them. This combinasieif-@fficacy

and collective-efficacy as contributors to collective-efficacy anglaygd in figure 1 below.
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Collective-Efficacy

- High Self-Efficacy/ High Self-Efficacy/
(@]
_g Low Collective-Efficacy High Collective-Efficacy
=
L
“7;') Low Self- Efficacy/ Low Self-Efficacy/
n
Low Collective-Efficacy High Collective-Efficacy

Figure 1Collective-Efficacy ContinuuifBandura, 2010).

Self-efficacy and collective-efficacy address issues direetiited to schools. Building
principals, teachers and students who feel personally efficacious in their intisctioal
pursuits are likely to be successful. As seen in the figure one matrix,-affiselfy increases so
does collective-efficacy. If these same individuals begin to develop the theliehey can work
together toward common goals, they likelihood of such an event increases. Cunratoiréton
the effects of distributed and transformational leadership builds on this ideaoaitkpr
evidence for their successful use within schools. Furthermore, the definitiorotbeah
intelligence provided by Salovey and Mayer (1990) directly addresses pemcgfemotion,
which is likely to play a role in the individual perception of a group’s colledffieacy.
Self-determination theory While they are not the originators of this theory, Deci and
Ryan (1985) are credited with defining and bringing it to the forefront within tloky sif
motivation. Within this theory is the important distinction between two types oYatiotn. This
differentiation provides the basis for why individuals choose or do not choose a courtsanof ac
These two forms of motivation are termed “autonomous” and “controlled” (Degia% R008,
p. 182). Deci and Ryan (2008) describe autonomous motivation as motivation that comes from
within an individual, whereas controlled motivation comes from outside forces. Self-

determination theory attempts to provide a framework for how these two forms watawti
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interact within an individual to produce certain choices or actions. Recentcteggarthe

effects of transactional and transformational leadership styles has shovwrstaacombination

of these two forms of leadership that produces the greatest results. eikselisdetermination
theory does not make the claim that one form of motivation or the other is superior. Rather i
some combination of the two that produces action within the individual.

Vansteenkiste, Sierens, Soenens, Luyckx, and Lens (2009) postulate that neither
autonomous nor controlled motivation makes much difference in an individual’s choices or
actions “if the motivation is of poor quality” (p. 671). It may then be reasonable txastkye
what constitutes high quality motivation. LaGuardia and Patrick (2008) addigssiéstion as
it relates to relationships. Healthy relationships between close friemdiy,fspouses, etc. are
maintained through a combination of both autonomous and controlled motivation. Individuals
are internally motivated to seek close relationships with others and controlioas fvithin
society play a role in this relationship development as well. The answer teavistitutes high
guality motivation is found in a combination of these two elements that meets the incvidual
psychological needs.

The importance of meeting an individual's psychological needs relatettydiceschools
and the process of schooling. A great deal of change is associated with thepgéscéndlan
(2007) discusses the importance of understanding change or making meaning of it.
Understanding and making meaning are important parts of the coping processod¢ss s
often associated with traumatic events, but has its relevance to dealingendlidytto day
changes experienced in life. Ntoumanis, Edmunds, and Duda (2009) provide an explanation of
this process through the lens of self-determination theory. When autonomous andecbntroll

coped with, “behaviour [sic] is usually self-determined and psychological walis
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experienced” (Ntoumanis et al., 2009, p. 252). A building principal that can provide teachers
with the autonomy to make meaning of change and provide meaningful incentive fosdoing
will have provided this type of support (Gagne & Forest, 2008). Teachers who can provide
children with a learning environment that supports autonomous learning and incentive for
participating within such a structure will have done the same. The ing@Bestnngent

regulatory environment faced by schools today is rife with change. Much of thigecisan
positive, some is negative, and some is change for nothing other than the sake of change.
Regardless of what type of change is being experienced, coping witledsamprocess. A clear
understanding of how the coping process can be facilitated in a manner that atseetiha
quality of motivation experienced within a school is important.

Expectancy-value theoryhis theory of motivation is defined by Wigfield (1994) as
“individuals’ expectancies for success and the value they have for succe@di®@). In other
words there are two main reasons why individuals are motivated toward thesdbiy pursue.
One, people choose to engage in activities for which they feel they have somalvkasbance
of being successful. Two, they may choose to participate in an activity or edargaal
because they will find its accomplishment rewarding.

This theory is based on Atkinson’s (1964) model. In this model, a connection is made
between the individual’'s expectations and the value they attribute to achievddraanven
pursuit. Eccles and Wigfield (2002) discuss their work from this premise. Their svexkanded
to include the multiple mediating or extraneous factors that may cause an individaatibe
more or less expectation and or value to a given task. Directly relatingridi@adual’s
expectancy is their sense of self-efficacy toward the pursuit in questidas Bod Wigfield

(2002) recognize this as an essential component in this aspect of motivation. Thefvattes,
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that is, whether a pursuit is deemed to be worth undertaking or not, is seen from multiple
perspectives. Eccles and Wigfield (2002) outlines four manners in which value can be
determined. Again this moves away from Atkinson’s more basic explanation and into the
multiple mediating factors that may influence the decision making process.

Eccles and Wigfield(2002), provide an excellent example of how expectancy-value
theory can be applied to the school setting. They paint the picture of a student wdte &xpe
succeed in school, but does not. Therefore the value of continuing to strive for success is
diminished (p. 123). However, the converse of this scenario could also be true. Imsttrere,
it is important to understand that a student’s expectation of success is in pantraztdyy the
learning environment created by their teachers, which is directly ntieeby the building
principal. Similarly, the value that students place on high levels of achievéme part
determined by their school’s culture and climate; both of which are dirafithgnced by the
building principal.

Transformational leadership is often defined as some type of leadershipsheds
others to work collectively toward increasing the common good. Bandura (2001) vadteis)] “
efforts to change lives for the better require merging diverse seléstdan support of common
core values and goals” (p. 18). Bandura (2002) makes note that leaders are oessfdughen
their leadership style is in keeping with the cultural norms for enhancing omdeollective
efficacy (p. 274). Ntoumanis et al. (2009) used the word “competent” to describe\adualis
feeling toward an event or pursuit (p. 255). This feeling often drives them to besfuccdsese
ideas connect well with the idea that building principals as leaders have thggbtdenfluence
a school’s learning environment in a way that positively motivates both teaodestidents. A

principal’s work to enhance motivation, whether from a social-cognitive, sifrdmation, or
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expectancy-value approach can be connected to student achievement levelsnérettigacles
and Wigfield (2002) state that “individuals’ perceptions of other peoples’ attituddstleeir
affective memories” play a large role in determining task expectatr@hsaues. These quoted
terms can be directly connected to the Mayer and Salovey (1990) definition of emotional
intelligence. This direct connection between motivation theory and the concefidesfts
academic achievement and emotional intelligence provides support for itsiaseful
understanding the possible correlation between a building principal’s emotiatiayemce and
student achievement being examined in this study.
Leadership

Leaders have been examined for the entire course of human history. What makes som
great and others a failure? Are great leaders born? Do they learn to becdm©gisdheir
greatness derived from something else entirely? These and many othiengueste been a
source of much written work and study in many different professions. Educationathepds
not unique in its endeavor to answer these questions. Davies (2008) states that,

Until recently, we have been fascinated with leaders rather than lepdéisere has

been a tendency to portray leaders either as heroic figures, or as indiwdhasset of

personal characteristics which few saints could emulate. As a consequémse of

fascination with the individual leader two things have been underemphasized and

underestimated: The importance of not only successful leadership, but also of good
management...(p. 101)

An examination of leadership theory as it relates to the field of educationngpartant
first step in answering the questions mentioned in the previous paragraph.dtils@stant in
laying the foundation for understanding the finer points of how leadership appl#scapg to
the field of education. In this regard, a review of extant literature on edlgideadership
theory would be beyond the scope of this section. However, the theoretical underpinnings of thi

study can be effectively summarized when several forms of leadershixaanaed;
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constructivist, servant, instructional and transformational. Each of thes&éouies of
leadership contribute in a meaningful way to the connection between emotionalantslgnd
student achievement this study is designed to investigate.

Constructivist leadershign their book Cooper, et al. (2002) provide a definition for
educational leadership based on constructivist theory. Constructivist theesythtdtlearners
construct “meaning based upon their previous knowledge, beliefs and experiences]dqpnl)
Dewey is credited with developing Constructivist Theory. While this thearftes related to
how individuals learn and create knowledge, this theory is played out for leadershithmuc
same manner as it is for learners. Constructivist leadership is basedll@ctaseceffort within a
school rather than that of one person or small group of individuals. This collective work is
essential to the leadership process, because it is the “values, beliefs, anldiah@dind shared
experiences” of the collective group that drives a school forward (p. 14).

Constructivist leadership is also based on leaders who act in ways that may derednsi
to be outside the norm. Examples of these actions include: forming close connetthdhs w
individuals under their leadership, encouraging and sustaining professional grodvshosving
approval for positive work that has taken place (Cooper, et al. 2002). These spedfaf area
behavior seek to further a collaborative nature within a school that is at the foundation of
constructivist theory.

Servant leadershigCrippen (2005) credits the concept of servant leadership to a man
named Robert Kiefner Greenleaf (p. 12). It was Greenleaf's idea thatex'tesole is to guide
their followers by serving them. Through this service followers will develop amg out the

ideals and tasks that enhance their selves and the organization as a whole. tedattaG
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stated that “the difference between organizations is how people relate arftelyaetually
function” (Crippen, 2005, p. 15).

Thomas Sergiovanni (2007) calls for leaders who serve others. He calls riosdidy
based leadership — a form of stewardship” (p. 76). This type of leadershgppaeple where
they are and takes them to where they need or want to be. It is pointed out that one of the
difficulties in practicing this type of leadership is that it is not often valuesl niot valued
because it lacks the forcefulness and direct nature often associated withagtees. However,
this form of leadership works because it is not based on these ideas. The idea of servant
leadership is at play here. Servant leadership not only provides direction for schools, but
provides them with the means to move forward in their journey. “Power over and powar to” ca
be used to best describe this type of leadership (Sergiovanni, 2007, p. 85). Power over
individuals in a school achieves the singular purpose of letting them know who is in charge,
while power to, is the means by which actual work is accomplished. Margarehd@hanhce
said, “Being powerful is like being a lady. If you have to tell people you ateasen’t” (Lewis,
2012). Power and its practice in this type of leadership stem from an individual’s moral
authority.

Instructional leadershipJo and Joseph Blase (2004) continue the thinking of educational
leaders who move away from practicing leadership on individuals to practiashey$hip with
them. They propose instructional leadership as a means to “encourage ayllagibto
significantly improve instructional supervision” (p. 4). Instructional leddprseeks to involve
each member of the school community as active participants in the creatiomotfimal
learning environment. Marks and Printy (2003) called this type of work “actileoohtion”

(p. 371). This term is important to the concept of instructional leadership.
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Marks and Printy (2003) propose the idea that true collaboration among principals and
teachers is at the heart of effective instructional leadership. When thisftyork begins to
take place, instructional leadership is being practiced effectively.tEMatrphy, Goldring and
Porter (2007) state “that the impact of leadership behaviors in terms of valaethestis
indirect...Or more to the point, leaders influence the factors that, in turn, infllenoattomes”
(p. 181). This influence can take on many forms such as, informal and formal conversations
about learning and teaching, professional development, modeling of best practeekng
resources, etc. Instructional leaders must possess the knowledge of how teaphdestas well
as the skills to do so. Through the implementation of both knowledge and skill, principals in
conjunction with teachers, create an atmosphere in which student learning iscaetbéwhat
is taking place within the school.

Transformational leadershigzach of the preceding theories on leadership expound on
the virtues of collaborative work. While each of them shares this common elemgmip thet
always address how to accomplish this task. According to Leithwood and Duke (1998)
transformational leadership “assumes that the central focus of leadershipoooghihe
commitments and capacities of organizational members (p. 35).” Transtomald&@adership
would appear to combine elements of the three previous leadership theories into one. In a
conversation with Thomas Sergiovanni, author Ron Brandt (1992), elucidates one particular
thought on this matter. Mr. Sergiovanni is widely recognized for his work in tldediel
transformational leadership. In this article Sergiovanni proposes thatatsiartho inspire
professionalism among the teachers in their school promote qualities that ireatentoue
professionals; individuals who are capable of working effectively without Belregked on” as

they are “compelled from within” (Brandt, 1992, p. 46). Sergiovanni (1979) discussegtt |
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how various views of management or administration are at play in the principal’s role
Throughout this work it is illustrated how distributing leadership and allow othérswhe
school to exercise professionalism enhance the educational environment of the $wsml. T
views of leadership are at the heart of transformational leadership.

Constructivist leadership places a premium on the prior knowledge and expetleatce
teachers, students, families and communities hold. Sergiovanni (1979) makes theycase ve
clearly, that prior knowledge or “frames of reference” are hakmaf a profession and must be
examined when thinking about leadership (p. 12). Hallinger and Leithwood (1998) also propose
that these individual factors be taken into consideration in the practice of trartgfoaha
leadership. They argue that effective leadership is defined within @uttomtexts (p. 132). In
regard to servant leadership, Leithwood, Harris, and Hopkins (2008) claim thaweffeatiers
deliberately address the needs of those with whom they work. By seekingeffeays to meet
the needs of their colleagues these leaders are actually perforrvagtdeadership. True
collaboration and collegiality is at the heart of instructional leadership@ssded previously.
Given the multiple levels of expectation, wide range of stakeholder commitmdrithex
personal and collective efficacies of the school community, achievingngeimplementation of
these concepts is not an easy task. Leithwood and Beatty (2009) mention that “scleos| lea
live in emotionally ‘hot’ climates (p. 91).” In other words, the kind of work that taksse in
schools contains a significant amount of emotional meaning. Leithwood and Beatty (2009
describe four transformational leadership practices that influence tsaemations and
indirectly impact learning and teaching within the school. This list includesctihn setting,”

“developing people,” redesigning the organization,” and “managing the instratprogram
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(pp- 97-98).” Each of these principal behaviors not only relates to the model of insialcti
leadership, but in some way can also be connected to constructivist and servastijgader

Due to the similarities between transformational leadership and theseugtgwdefined
theories one may reasonably ask the question; what is unique about transformaiit@mship?
Its uniqueness as a theory of, or model for, educational leadership is thatésszed many of
the most effective elements of several theories into one, more encompasdeiglreithwood
and Jantzi (1998) and Brandt (1992) even mention that effective transformationahgader
makes room for transactional leadership to be practiced; recognizing tisaictianal practices
“are fundamental to organizational stability (p. 10).” In order to fully addregss@ational
commitment and the ability to support organizational goals, an encompassing model of
leadership is necessary. Transformational leadership is defined in such a.manne

Fullan (2005) writes that it is necessary to “give people the capacity tceslli¢pe 17).
The truly transformational leader does more than ‘give,’ they createcidason takes the form
of school structures, processes and procedures that enhance learning as dfudlaa, 2005).
In his meta-analysis of leadership effects on student achievement, Marzano ¢20@7a f
significant correlation of=.33 between a principal’s “situational awareness” and student
achievement (p. 43). Understanding the needs of teachers, students, parents and gommunit
members; then giving them the tools and creating the structures they need to bele
successful, connects emotional intelligence, motivation and leadership. PRluglatien in the
United States is at the crossroads of ever increasing accountability andeasiimgly diverse
society (United States Congress, 2001; United States Census Bureau, 2010). Edlle=densa
who can successfully navigate this new terrain will draw heavily on the sfatEmed

knowledge and skill sets (Dinham, 2007; Johnson & Uline, 2005).
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Research Hypotheses

Five hypotheses have been developed for investigation in this study.

Hi: A significant* correlation does exist between a pk-12 building principal’s Emdtiona
Intelligence as measured by the Mayer-Salovey-Caruso Emotionéijknek Test (MSCEIT)
and student achievement as measured by the Missouri Assessment ProgRnagelAnd of
Course exam (EOC) for communication arts and mathematics in grades 5, 8, and 11; when
factors of SES, race/ethnicity, and gender are held constant.

H,: A significant* correlation does exist between an elementary principalati&mal
Intelligence as measured by the Mayer-Salovey-Caruso Emotionéijknek Test (MSCEIT)
and student achievement as measured by the Missouri Assessment ProgRnigiMA
communication arts and mathematics when examined at grade 5, in addition toingritoll
SES, race/ethnicity, and gender are held constant.

Hs: A significant* correlation does exist between a middle grades principaitsié&nal
Intelligence as measured by the Mayer-Salovey-Caruso Emotionéijknek Test (MSCEIT)
and student achievement as measured by the Missouri Assessment ProgRnigiMA
communication arts and mathematics when examined at grade 8, in addition toingritoll
SES, race/ethnicity, and gender are held constant.

Ha: A significant* correlation does exist between a secondary principal’s Embtiona
Intelligence as measured by the Mayer-Salovey-Caruso Emotionéigknek Test (MSCEIT)
and student achievement as measured by the End of Course exam (EOC) for catronuaris
and mathematics when examined at grade 11, in addition to controlling for SE&hracey,

and gender are held constant.
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Hs: There will be a significant** difference between the communication arts and
mathematics achievement scores of students who have a principal \Eifhsaore in the top
third of study participants as compared to students with principals i@i@seore is in the
bottom third of study participants.

*Correlations will be considered significant at the .05 level.
**Differences will be considered significant at the .05 level.

The research hypotheses above were developed in two ways. One is my persesal inter
in the specific characteristics held by principals of schools with hugltest achievement. Two,
there is little research on how emotional intelligence affects theyatifilihose in educational
leadership roles, specifically the role of pk-12 building principals. These twe are valuable
on both a personal and professional level.

As a current building principal it is important for me to continually increase my
understanding of how and why leaders in the field of education currently areoondadept at
influencing important educational outcomes for students. Student achievement is nbgudad s
not, be the only desirable student outcome for schools to focus on. However, it is an area of
importance. As a classroom teacher, assessing student achievemeshigpl@gsential role in
my daily practice. The use of student assessment data for informingtiestivas quite
valuable. Wiggins and McTighe (1998) cite this work as one of the essential steps in t
“backward design” process (p. 7). While | can provide evidence of how | attemptedeo f
student achievement within my classroom, how the grade level | was a part lobiika along
these lines, or even specific initiatives my school adopted to impact studesvesciit; the
essential question is still focused on how a building principal engages with aiadtsteith the
many tangible and intangible elements of a school in a manner that positipalgts student

achievement.
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In regard to the second area driving these research hypotheses, Dinham (2@387hma
case that a wide variety of research has shown how teachers cantaffect achievement, but
that teacher effectiveness can be determined in part by the administeatiea¢her works with.
Bradberry and Greaves (2009) state that high Emotional Intelligenceistfingest driver of
leadership and personal excellence” (p. 21). Goleman (2006) also supports thia tligim
research on Emotional Intelligence. Salovey and Mayer (1990) on the other hand,fdawviate
this line of thinking on the use of Emotional Intelligence as a predictor fogrcardéife success.
Each of these individuals has contributed a great deal to the current body of knowledge on
Emotional Intelligence. However, to date, there is little research on thisitogggard to
education and educational leadership in particular.

These research hypotheses seek to understand if there is a significani@otretaveen
a specific principal characteristic (Emotional Intelligence) andesit achievement. Leithwood
(1998) and Dinham (2007) have found that there are multiple mediating or confounding
variables that hold bearing on the measurement of principal effectiveness.r@$earchers go
on to discuss the importance of attempting to measure the construct of prirfeigialesiess,
due to the important implications it is likely to hold for the field of education. Be@us&onal
intelligence as defined by Salovey and Mayer (1990) is viewed as a tisteliigence rather
than a broad set of skills or competencies, it may play a unique role in explainintieiende
between principals in schools with varying levels of student achievement.

Variables and Terms

Previous discussion within this chapter has alluded to several variables anthegrms

may be helpful or necessary to clarify in order to better understand howithieg w

operationalized within this proposed study.
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Variables

In research questions, through H there are four independent variables and two dependent
variables. The independent variables in these questions are the MSCEIT sctre$®tidding
principals, and the student characteristics of race, gender, and SES. Thievafisace, gender,
and SES were controlled for in this study in order to account for known factorsgétatin
student achievement. These factors have been shown through empirical reseanthiute
significant amounts of variance within student achievement (Lambert, 2002). trt@etEount
for student level factors, or to level the playing field statistically elvesiables were controlled
for. There are two dependent variables within this set of research questions, bloithcdne
derived from the MAP and EOC tests. These two dependent variables are studemigoedan
the areas of communication arts and mathematics.

Within research question five there are a total of four variables, threeemakag and
one dependent. The three independent variables within this question are the threesategor
gender, years of experience, and level of education. In this question, thedprdcipal’s
MSCEIT score takes the role of the dependent variable.

For research question six there are two independent and four dependent variables. The
two independent variables are the building principal MSCEIT scores and thespanding
students that have been divided into two groups. These two groups will be students who
correspond with a building principal whose MSCEIT score was either in the top or hbitdm
of gathered MSCEIT scores. The two dependent variables in this question are student

communication arts and mathematics scores from the MAP and EOC tests.
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Terms
MSCEIT — Mayer, Salovey, Caruso Emotional Intelligence Test. This testlasigned to test
the four branch model of emotional intelligence as proposed by Mayer and Salovey (1997)

MAP — Missouri Assessment Program. This is the standardized test develdped by
state of Missouri that is given to all students in grades 3 — 8 in communication arts and
mathematics.

EOC — End of Course exam. End of course exams replace the MAP at the secondary
level and are administered in several content areas. The content areas usdtiis/ghidy are
communication arts as determined by the English | EOC and the Alge®@ IrEmathematics.

Race — Race as it is used within research questiptig¢tigh H refers to a student’s
demographics collected by each school and reported to the state of MissourittriNMgR
demographic coding process.

Ethnicity — This term refers to the larger people group that individual students may
associate their self with according to characteristics such as fagienteorigin, language or
culture.

SES — Socioeconomic Status; SES as it is used in this study will apply to stwtent
either do or do not receive free/reduced price meals under the federal student lurazh.progr

Gender — This term as used in the present study refers to a student’s “biokxjied s
reported to the Missouri Department of Elementary and Secondary Educatiomportant to
make this distinction as the American Psychological Association PublicationdViaakes it

clear that “gender refers to role, not biological sex, and is cultural” (Vamde2B09, p. 73).
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The Missouri Department of Elementary and Secondary Education does not cadleottidn
to a student’s gender as a role or in cultural context in regard to the MAP test and&@C e
Overview of Methodology

This is a correlational study that will employ a hierarchical linegrassion model.
Correlational studies are conducted in order to determine if a significaimmslap exists
between two or more variables (Runyon, Coleman, & Pittenger, 2000). While a congdlati
research design does not allow the researcher to infer causation, d¢attstica measures may
be employed which allow particular amounts of variance to be accounted for amiaipga
The use of hierarchical linear regression is one model that achieves this purbeserchical
linear regression, the Pearson®®r each correlation is entered into the regression equation in a
manner that allows each independent variable to be examined against the other imlepende
variables and the dependent variable. This result is then squared, and referredrtscasfre).
The R value indicates how much variance a given independent variable accountsiiothei
dependent variable (Gall, Gall, & Borg, 2007). This is particularly beneficihisrstudy, as it
should be able to show how much variance a principal’s emotional intelligencibu@stto
student achievement in communication arts and mathematics.
Participants

Participants in this study were selected using purposeful sampling. Putsasepling
is used to obtain study participants who fit certain characteristics thessartial to the research
process (Gall, et al., 2007). A sampling frame that included all building leveigaisiérom
select school districts was used to identify potential study participaots.thrs sampling
frame, only principals who had three or more years of experience in their quosgian were

selected to be a part of this study. Marzano et al. (2005) found that the chaicsteres
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principal that were necessary for successful first and second order @llaingelved lengthy
work. First order change being those items such as scheduling, room arnatsgeme other
items that change the way a school looks or is run, but don’t change the core functionéeng of t
school. Whereas, second order changes include items such as a changednsacadnal to a
transformational leadership approach or from isolated teaching to deep caoidab@raddon,
1990). Principals whose impact on student achievement may be accurately dyeasstdave
been given time to actually impact the learning environment and processeshravetudent
finds his or herself. Furthermore, only principals who serve students at grades 5, 8 @nd 11 w
chosen to participate. The school districts used in this study are located hathietropolitan
areas of two large mid-western cities. These districts represemj@aaurban and suburban
student populations. A minimum of 63 total participants were sought at random from the
candidates within the sampling frame who meet the previously mentioned conditidres for t
purposeful sample. Twenty-one building level principals each from the elemnentddle
school and high school levels were to be chosen in order to obtain the 63 total participants. This
number of participants was determined through the use of the G*Power 3 program (Faul
Erdfelder, Lang, & Buchner 2007). In order to detect a medium effect si3é diat is
statistically significant when = .05, this program recommends a minimum of 63 participants. In
the end, only 18 participants were actually chosen. Twenty-five of the 107 prinoipted to
participate returned their informed consent forms and demographic data Sfdeese 25
principals, only 18 went on to complete the MSCEIT.
Measures

Three measures were used in this study. One is a survey that collectedl gener

demographic information on the participants and the schools they represent. See appandix A
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a copy of the demographic survey. The second measure used was the Mayer-Salesey-Ca
Emotional Intelligence Test or MSCEIT. The Mayer-Salovey-Caruso Bmadtintelligence

Test measures each building principal’s emotional intelligence, thigrtastes a score of the
individuals’ emotional quotient, or EQ. This test will be delivered in an online forcmgd
independently and the results delivered to me, the principal researcher, in an Eausispet
format. The third measure used in this study will be the Missouri Assessrogrdairor MAP
Tests and EOC, or End of Course Exams. This measure provides student achievenretiialata
content areas of mathematics and communication arts from the schools serael bfytbe 18
participants.

Validity and reliability of the measureBracket and Mayer (2003) have shown the
MSCEIT to have acceptable levels of convergent, discriminant and incréwediday for the
measurement of EQ. Furthermore, Mayer, Salovey, Caruso, and Siteranios (2003) have found
that “the MSCEIT achieved reasonable reliability, and confirmatatpfanalysis supported
theoretical models of EI” (p. 179). Test-retest reliability for this meagas found in one study
to be .86 (Bracket & Mayer, 2003, p. 204).

According to Appendix D in the supporting documents for Missouri’'s Assessment
Program, the MAP tests have been designed by CTB and the state of Missouri osog rigst
construction standards (p. 3). Acceptable levels of consequential validity akbngfnong levels
of factor analysis and inter-rater reliability have been found for eatbrset the MAP (p. 4).
Cronbach’s alpha for each of the three content area tests are equal teesrtiya@a 90 (CTB,
2009, p. 146). Discriminant validity has also been found between content area tests.dbeveral
the tests share high correlations, but CTB finds that this is due to test strathereghan test

content (CTB, 2009, p. 154). For example, constructed response items require students to use
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written language to express content knowledge of mathematics or stience,a .75 and .77
correlation between communication arts and mathematics and scienativebp@. 168).
Data Collection

Permission to request participation from building principals within each of hio®lsc
districts was sought from the appropriate district level personnel. Oncaitlalkgermission
was granted, a letter detailing the nature, requirements and timelhme research was mailed to
each building principal requesting their participation in the study. The 63 pant&ipare to be
selected at random from the responding principals who met the appropriatéssistiesfor
participation. Each principal was then contacted with information regarding theatmmuf
the demographic survey and the MSCEIT. As mentioned previously, the proposed number of
participants turned out to be much lower than originally sought, with only 18 of the 107
principals contacted responding, meeting study criteria, and completstg@lwithin the
study.
Data Analysis

Upon collection of the demographic survey, MSCEIT and MAP communication arts and
mathematics data, analysis was conducted. Two types of analysis wermpdriming PASW
Statistics software. The first step in data analysis included the use optiesstatistics.
Descriptive statistics are those items that help us gain a better andergtof the data, or
describe it (Runyon et al., 2000). Data generated at this level included the mean, meds,
and Pearsoncorrelations for each set of data. This information provided basic information
about each data set and the group from which this data was derived. Much of the desct#tive da

will also be used in the third step of analysis as well.
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Inferential analysis will be the core of the data analysis processntidrstatistics
allow the researcher to infer something about a population, based on a sampl@®desis,
2009). Hierarchical linear regression, as defined previously, was the piifeagntial statistic
used in this step. From this statistical test it was proposed that the amountrofevaria
principal’s emotional intelligence contributes to student achievement witiuself This
statistical model did indeed produce a result sufficient to determine if tredatimm between a
building principal’s EQ and student achievement was statistically signtfand if a statistically
significant* difference can be found between grade levels. A T-testjsisttest that
measures the difference between the means’ of two groups, was used as a pos(Nati s,
2009). The post-hoc test, or test done after the regression test, will examinefammgroups
of students respond to a principal with high or low levels of emotional intelligendae®Alts
will be considered significant at the .05 level.

Ethical Considerations

There is one main ethical consideration in this research proposal, the inhensathape
nature of intelligence and achievement scores. This research sought to rtressaiespects in
eighteen individuals and eighteen schools. Conducting the research and dissemasasiragn
results was done in a manner that protected the individual study participantsasstive
schools where data was gathered. One manner used is the elimination of repostundgeiotr
subgroups that may readily be identified through the data, simply because sizéheAny
student subgroup within a school that has less than 30 students will be eliminated from the
school level data. In this manner, no data should ever appear within the finished stadylthat

identify a small group or groups of students within a particular educationagsett
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Sources of bias have also been accounted for within this study. This has been done by
selecting candidates at random from the given sampling frame. Schools wetedstor initial
contact based on their geographic location and similarity in demographictehigtacs. By
selecting participants at random from a demographically diverse populaioesults of this
study should be generalizable to a broader population of individuals. According tm seoti
the University of Missouri — Kansas City’s Social Science Instituti®asliew Board
application this study also represents no significant possibility of finagaialfor myself, the
Pl, or my faculty advisor. This eliminates any suggestion of impropriety in pinesentation of
data as discovered during the course of this study.

Potential Risks

There are no known or anticipated physical or psychological risks to participainis
study. The risk of loss of confidentiality is expected to be minimal in this sthayy S
participants will not be identified in any published materials in a manner thad wause them
or their organization to be personally identified. While every effort was mhoekksep
confidential all of the information completed and shared by participants, it cannaogdiataly
guaranteed. Individuals from the University of Missouri-Kansas City Uttistital Review Board
(a committee that reviews and approves research studies), ResearcioRsoRrogram, and
Federal regulatory agencies may look at records related to this study for iquadovement
and regulatory functions. In addition data may be accessed by the princigtises and their
dissertation committee. Any personally identifiable information providddowipresented in the
aggregate, which will ensure participant anonymity.

Conclusion
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The ability to understand our own feelings as well as the feelings of othergnize
other’'s emotions and use this information to guide rational thought requireaia t&rel of
intellectual capacity (Salovey & Mayer, 1997). This statement reffacch of how the concept
of emotional intelligence came about. While the variations of emotional ietetiggtheory
provide somewhat conflicting conceptualizations of emotional intelligene@mdins clear that
some individuals can perform the aforementioned functions better than others. Wisile som
controversy exists about how to measure the construct of El, research in thisdigkl a
implications for education continue to be encouraged (Day, 2004). This research proje
investigated how the emotional intelligence of an education leader in thefa@school
principal correlates with student achievement. Dinham (2007) discusses varansshbyeavhich
principals impact their schools. Many of these means are indirect and fallwimateSouthworth
(2009) terms “influence” (p. 95). Current theorizations of intelligence, motivatmeh, a
leadership promote the notion that individuals and groups, which consequently are synonymous
with schools, work best in supportive and collaborative environments.

The remaining chapters in this dissertation are dedicated to three broad pufrssea
closer look is taken in chapter two at what current research and literatucesagsabout the
theories introduced in chapter one. Chapter two is divided into three main sectionshamoti
intelligence, teacher efficacy, and student achievement. Secondly, the metimegtgating
the connection between a principal’s emotional intelligence and student awargvs outlined
in greater detail in chapter three. Finally, in chapters four and five, stsulysralong with their

implications are discussed.
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CHAPTER 2
REVIEW OF LITERATURE

Chapter two discusses the relevant literature in regard to several broad Tepc
purposes are served by introducing and delving deeper into the topics of emotiongeémnde)||
principal leadership, teacher efficacy and student achievement. First, thisrcdteould be
useful in clarifying the areas of theory and research that form the basis study. Second,
relevant literature is examined with the intent of developing a clear unairggdhow these
concepts fit together. The extant literature in some areas is rfteateothers. However,
sufficient empirical data exists to support the concepts developed here.

Emotional Intelligence

In chapter one, Salovey and Mayer (1990) were credited with coining the phrase
emotional intelligence. Since their seminal work, there have been several pogelarized
models of emotional intelligence. These models, along with other psychologicalctssuch
as the big five (Goldberg, 1992), have caused some researchers and theoristototheesti
existence of an emotional intelligence; and ask the question of how, or even if, it can be
measured. A great deal of research has gone into answering these quasti@enseview of the
findings reveals answers to both of them. The resulting information can best pedynoo two
categories; emotional intelligence models and measurement of ematitiadence. A third
area discussed in the literature is the connection between emotional intellayed school
leadership, specifically principal leadership. Each of these sections shoutdtpmeet the
objectives set forth in the introductory paragraph of this chapter.

Just as there are with many theories, there are also multiple integmetnhotional

intelligence theory. Regardless of interpretation, in order for an areactmbelered an
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intelligence it must meet three specific criteria. Salovey and Mag99) refer to these criteria
as “conceptual, correlational, and developmental” (p. 126). One common criticisnotdmeal
intelligence theory is that it is not separate from other areas of emotiaielbgence. In a study
of 503 adults, Salovey and Mayer (1999) were able to show that emotional intellig@mbesd
a separate area of intelligence. Results of their study showed that the s@tategt in their
definition were indeed accurate based on the use of consensus, expert and tanget scori
methods. Further study gave support to correlation between emotional intelkgehcther
accepted areas of intelligence. Finally, younger participants of thewardyfound to score
lower on the measures than older participants. This finding supports the thiidrcfiveran
intelligence, development over time.

One common argument against El as an intelligence is based on the ideddésiniot
correlate with other recognized intelligences, such as general inteigéne of the leading
names in the field of general intelligencp is David Weschler. Much of his work is centered on
g, which overshadows his recognition of other forms of intelligence. He is quoted ag bawl
“I have tried to show that in addition to intellective there are also definiteénmeliective factors
that determine intelligent behavior” (Weschler, 1943, as cited by Cherniss, 2000a, p. 3).
Weschler’s recognition of this idea, along with Gardner’s (1983) work with plaulti
intelligences, certainly provides a theoretical basis for emotiondigetete. Empirical findings
in later years would bear this theory out.

Mayer, Salovey, and Caruso (2008) have tested their model of El against other
psychological constructs; and found that there were modest correlations beteszh “v
intelligence and lower correlations with perceptual/organizationa(pQ308). Mayer et al.

(2008) also found that EI correlated modestly with only two of the Big Five persoinaiis.
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These findings help to support the concept of El as a distinct intelligence NnB2060D)
discusses at length the contribution that El gives to the field of positive psyghdi®gupports
this position with findings that show modest to high correlations between El and educationa
achievement, happiness, and self-actualization (Bar-On, 2010). Each of thedearkeen
shown to correlate to some extent with other forms of accepted intelligened .abha
correlations between El and other forms of intelligence and EI and importanttdesfa
demonstrates the importance of this concept and the role it plays in human functioning.
Cherniss (2000a) cites a multitude of empirical research in which two ajuhe f
branches of El as proposed by Salovey and Mayer (1990), the ability to perceivaneroti
reason about emotions, were found to significantly and positively impact the indivieirads
studied. One of these findings was that individuals who could name the emotions they saw
displayed or felt themselves, were able to overcome the emotional impact muar quic
(Cherniss, 2000a, p. 4). Cherniss (2000a) goes on to state that prominent researchers and
theorists use such findings to show the importance of El to job performance. In regard to
education, Stone, Parker, and Wood (2005) found that a sample of principals in Ontario who
performed highly on a leadership scale, also performed highly on the EQ-i as devgi&aad b
On (1997b). Outside of education, Lopes, Brackett, Nezlek, Schultz, Sellin, and Salovey (2004)
have found significant connections between scores on the MSCEIT and job perforatizugse
and working relationships. These findings can best be summed up by Cherniss, ExémarGol
and Weissberrg (2006) when they say, “the weight of the evidence now supports theatlaim

El is distinct from 1Q, personality, or related constructs (p. 240).”
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Emotional Intelligence Models

Competing models of emotional intelligence have muddled the waters in tlitofeel
certain extent. There are three main models of El, one proposed by Salovey andl9@¥er
one by Goleman (1998) and Bar-On (1997a). These different models view the construas of El
either ability based, or as a mixed-methods approach. These models were @atiadtiapter
one, but will be further discussed here. Cherniss et al. (2006) note that even though competing
models of El exist, they all recognize “two broad components: awareness aagemant of
one’s own emotions and awareness and management of others’ emotions” (p. 240).

Howard Gardner’s theory of multiple intelligenc&sarnder’s (1983) theory of multiple
intelligences is not strictly a model of emotional intelligence, but era@spects of this theory
that provide a well-rounded basis for understanding how emotional intelligence iasdveen
developed.

In regard to education, Gardner (1997) and Moran, Kornhaber, and Gardner (2006) make
several important assertions. One, just as intelligence is not a fixed ehataodf individuals,

“our scientific understanding of intelligence is ever changing” (Gardner, 1997,. C&ijnued
empirical validation of this theory will provide new and useful information as apj#ication
within education. Two, “intelligences are not isolated; they can work withindawidual to
yield a variety of outcomes” (Moran, Kornhaber, & Gardner, 2006, p. 23). Students are
multifaceted and learn in multiple ways. One of the most essential ofrthudisgle learning
styles is the idea that students learn best in conjunction with each othengdorsant not to
confuse learning styles with an intelligence. However, particular geeltes do lend

themselves to certain learning styles (Moran, Kornhaber, & Gardner, 2006). Antandierg of
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how intelligences and students who possess different levels of these inteligenrk together
can be effective in addressing students’ educational needs.

Not only is multiple intelligence theory linked to education and student achievement, it
strongly tied to emotional intelligence. In Garnder’s (1983) original list oflio@ces, numbers
six and seven are interpersonal and intrapersonal intelligence respedttitezbersonal
intelligence refers to the ability, “to notice distinctions among othemgpaiticular, contrasts in
their moods, temperaments, motivations, and intentions” (Gardner, 2006, p. 15).
Intrapersonal intelligence is defined by Garnder (2006) as,

knowledge of the internal aspects of a person: access to one’s own feeling life, one’s

range of emotions, the capacity to make discriminations among these emotions and

eventually to label them and to draw on them as a means of understanding and guiding
one’s own behavior.(p. 17)

These two definitions of distinct areas of intelligence are a foundationalftagie more
encompassing model of emotional intelligence. Bar-On and Parker (2000), Gol&t8) and
Salovey and Mayer (1990) each define emotional intelligence in terms welgrso those used
by Gardner (1983). Perception of and understanding of the emotions of one’s self and others,
along with the ability to act upon this information is the underlying construct atiemal
intelligence. As a theory, emotional intelligence is somewhat newer thiiplintelligence
theory and is greatly informed by the work in this field.

Salovey and Mayer moddh demonstrating that emotional intelligence is indeed a
distinct area of intelligence, Salovey and Mayer (1999) gave support to their omgwlkao
this field. As discussed in chapter one, there are three commonly accepted medeltiaial
intelligence, an ability model and a mixed model (Cobb & Mayer, 2000). The work of Peter
Salovey and John Mayer is centered on the ability model. This model looks airehoti

intelligence as a distinct intelligence set.
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The definition of emotional intelligence proposed by Salovey and Mayer (1990) states
that emotional intelligence is “the subset of social intelligence that invtieeability to monitor
one’s own and others’ feelings and emotions, to discriminate among them and to use this
information to guide one’s thinking and actions” (p. 5). This introductory definition has been
further broken down into three main areas. The first of these areas aszeddgnSalovey and
Mayer (1990) is the “appraisal and expression of emotion” (p. 7). This refers to tHesbtad
abilities that allow individuals to not only monitor emotions, but be able to expresssheefl.a
This ability is demonstrated in both interpersonal and intrapersonal approachesy Satbve
Mayer (1990) title the second broad area of emotional intelligence “regulatiomotiba” (p.

12). This component refers to an individual's ability to control their emotions. Once an
individual realizes that they or another person are feeling a particoddroa, the individual can
make a decision about their response. The third component is referred to aaduitational
intelligence” (Salovey & Mayer, 1990, p. 15). This refers to an individual's akalityse
emotional information as an area of strength to draw from in decision makingugigisssed
that individuals who possess high levels of emotional intelligence are adeptgathesi
emotions and the emotions of others to make effective decisions.

According to Mayer, Salovey, and Caruso (2008) this model contains four distinct
elements. The ability to,“(a) perceive emotions in oneself and others abcyiatese emotions
to facilitate thinking, (c) understand emotions, emotional language, and the sign&gerbhy
emotions, and (d) manage emotions so as to attain specific goals” (p. 506).

The four elements of this model cover a wide range of psychological thinking and could be
confused with other psychological constructs or fields of study. As a distintigemnee Mayer,

Caruso, and Salovey (1999) have taken care to distinguish emotional intelligeiscanasfield
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of intelligence. Their work has shown that there is a moderate correlatioedmedmotional
intelligence and other psychological constructs and other areas of imedjdrit it is not
significant enough to claim that they are one in the same. Emotional intedligas@lso been
shown to be developmental. That is, children have been shown to score lower on the Mayer-
Salovey-Caruso Emotional Intelligence Test (MSCEIT) than adults€éMayal., 1999). In

regard to the predictability of El as a contributor to success in a giventpiayer, et al.

(1999) state that there is “little or no evidence to support” such claims (p. 154).

Salovey and Mayer’s (1990) model of emotional intelligence implies that anceralbyi
intelligent individual possesses the ability to manage their self well arldwell with others.
This implication is the starting point for what Cobb and Mayer (2000) refer to anitked
model” of emotional intelligence (p. 15). This model was developed by Daniel Golemdras
been widely popularized. Goleman (1998) defines emotional intelligence A8e®akuch as
being able to motivate oneself and persist in the face of frustrations; to conguiée and delay
gratification, to regulate one’s moods and keep distress from swamping thetaltilink, to
empathize and to hope” (p. 34).

Goleman modelGoleman’s (1998) outlines emotional intelligence in a similar manner to
Salovey and Mayer (1990), but expands upon certain of their ideas. He also draws from
Gardner’s (1983) theory of multiple intelligences. In this model Goleman (19%nsea
picture of emotional intelligence that encompasses four distinct componentsfdurese
components are not specifically defined; rather they are presented inractartgxt and
supported by a variety of research within the fields of education, business, pgygisolciology

and medicine.
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Goleman’s (1998) description of self-motivation and persistence is the firstfolihis
components that comprise El. In this aspect, an individual possesses the abiliplampinto
action as well as see them through (p. 57). Second among these components is the ability
“delay gratification” (Goleman, 1998, p. 81). Feelings often lead individual’s to neaitarc
choices; the idea behind this component is that the emotionally intelligent indi\addéito
choose the best option among several or many, even if it is not the most immepl&tsing.
The third component of this model is the individual’s ability to control their emotions.
Individuals who are able to control their emotions are more likely to behave in ligente
manner and find success in their particular endeavor(s) (p. 87). The fourth amdrnpainent
of Goleman’s (1998) model is “the ability to empathize” (p. 34). The “ability to know how
another feels” is an important aspect of emotional intelligence (Golel888, p. 96).

Goleman’s (1998) model is one of the variations of emotional intelligence theory that
have been termed mixed methods (Cobb & Mayer, 2000). The phrase “mixed methods” can be
best understood in the context of Goleman’s (1998) own words;

abilities such as being able to motivate oneself and persist in the facdrattivas; to

control impulse and delay gratification, to regulate one’s moods and keep disiness f
swamping the ability to think, to empathize and to hope.(p. 34)

This definition of El clearly addresses emotional concepts, and define®raidtitelligence as
a collection of abilities rather than a single distinct ability. Much of Gotésnaork is based on
a review of empirical findings within a variety of professional fields. 3yrghesis of this
information is the basis for his model of emotional intelligence. While his early kas been
misinterpreted as placing a heavy emphasis on the use of El as a predictordss,sS8oteman
(1998) does support the idea that El plays a significant role in why some people arbater

success than others.
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Bar-On modelReuven Bar-On (2010) defines his model as one that contains “an array of
interrelated emotional and social competencies and skills” (p. 57). These enaipetind skills
can each be associated with the perception and management of emotions persomally and i
others. According to Bar-On (2000) this model as measured by the Emotional Quetetbry
(EQ-i) involves ten factors (p. 373). The EQ-i was developed by Bar-On (1997b) aredfis a s
report measure of emotional intelligence. Each of these factors has beensiawe the
proper amount of correlation with other psychological constructs to support clairaghof
convergent and divergent validity.

Further description of this model of emotional intelligence is based on empmatialgs
resulting from the use of the Emotional Quotient inventory (EQi) as develodgariyn
(1997b). This is a self-report measure of emotional intelligence that has undergignéicant
level of testing for reliability and validity. As a self-report meastine EQi shows high levels of
both constructs. Furthermore, results achieved using this measure lends supportris Bar-O
(1997b) model of emotional intelligence. As a ten factor model however, thergrafieant
overlaps with other psychological constructs such as the big five persdradgyroposed by
Goldberg (1992). This further supports the Bar-On model as a mixed methods approach to
emotional intelligence.

The three models of emotional intelligence offered by Salovey and MES@0)(
Goleman (1998), and Bar-On (1997a) share distinct commonalities. Reading the basic
descriptions of these models should offer an idea of where these models conweegantple,
each focus on being aware of individual emotions and the emotions of others. All three models
also focus on the use of emotions in decision making and the ability to control emotions. While

these models are similar, there is one chief difference.
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Goleman (1998) cites the commonly accepted idea that “IQ accounts for only 20 percent
of career success” (p. xiii). This implies that there are other factdrplétyaa role in
determining an individual’s success. Goleman (1998) argues that an espealitant one of
these factors is emotional intelligence (p. 28). The claim is then madeyibizdreal
intelligence may be a better predictor of success than IQ. It is imptwtantlerstand that while
Goleman (1998) makes and substantially supports this claim, he does not propose thatlemotiona
intelligence is the sole or even overwhelming predictor of success (p. xiv). Othérdand is
the Salovey and Mayer (1990) model. This model of emotional intelligence has found some
predictability in certain areas. However, empirical evidence is relgtiveited and not
sufficient to warrant predictions of success based on one’s measured emotadingdmce or
emotional quotienEQ (Cobb & Mayer, 2000). While some predictability has been found for
certain areas of the EQ-i, it is argued that this may be due to the selfnafuoe of this
measure or its relation to other psychological constructs.
Measuring Emotional Intelligence

A wide range of measures exist for the measurement of emotional intelli@ame@n
and Parker (2000) state that two of the most common measures of emotional muellige the
MSCEIT and EQ-i. One of these, the Mayer-Salovey-Caruso Emotionaldetele Test
(MSCEIT) was developed to measure the ability-based conceptualizatiba®pEoposed by
Salovey and Mayer (1990). Another is the Emotional Quotient inventory, developed By Bar-
(1997b) to measure his conceptualization of EI.

The MSCEIT is a test that can be delivered by paper/pencil or online procedules. Bot
deliveries are scored on site by the test publisher, Multi-Health Systepert Bnd concensus

scoring are the basis for scaling and interpreting test results (M&slewey, Caruso, &
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Sitarenios, 2001, p. 166). Farrelly and Austin (2007) found that the MSCEIT does not correlate
with fluid intelligence, but does correlate with crystallized intelligethey further found that
there were low correlations between self-report measures of El and (BEIMS he authors
take this as definitive evidence that the tests “are not measuring theaastreict” (p. 1059).
These findings are important because they validate similar findingsdekdt and Mayer
(2003), Livingston and Day (2005), and Salovey, Mayer, Caruso, and Sitarenios (2003). They
also provide further empirical evidence to the theoretical concept of dimlsiye El as discussed
by Cobb and Mayer (2003) and Salovey and Mayer (1990).

Bar-On’s (1997b) measure of emotional intelligence, the EQ-I, is a selftr@agasure.
This measure is completed either paper/pencil or online just as the MSCEIlRgSddhis
measure however, can be completed by the test proctor or other individual in possdssion of
EQ-i manual. The question responses are based on “a five-point likert scahg faoigi ‘very
seldom or not true of me’ to ‘very often true of me or not true of me” (Bar-On, in B&-On
Parker, 2000, p. 365). Bar-On (2000) provides evidence for the validity of this measure from
each of the 15 subscales of the EQ-i. As noted previously with the MSCEIT, it can be
determined that the EQ-i and MSCEIT are not measuring similar constrbetfiftéen factors
of the EQ-i involve components of psychological constructs not associated with @EIMS
Furthermore, this is evidenced through the findings listed by researcherpne\tois
paragraph. It is important to note that while the MSCEIT and EQ-i are not ndgassasuring
the same constructs, the EQ-i does measure Bar-On’s (1997b) model of emotedingemnce.
A study of the EQ-i’s factor structure shows that it “fits the theoreliasis of the EQ-i” (Bar-

On & Parker, 2000, p. 370).
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Other measures of emotional intelligence also exist; in fact, this is ohe lefrgest areas
of study within the field of emotional intelligence. The development of measuresalad that
will determine a commonly accepted measure of an individual’'s emotional quotie@tisr
cited by many researchers as an important area of study. Empiricativalioethese measures
however, is somewhat complicated for two reasons. One, various measureskmgedelvased
on varying models of El. Two, there is a significant difference between thef pseformance
based assessments and self-report models (Goldenberg, Matheson, & Mantler, 2AD@AllGa
& Borg (2007) note that multiple forms of bias may be a substantial problem in thesede of
report measures.

While competing conceptualizations and respondent bias are considered two limiting
factors in the development of EQ measures, there are measures under devalogiraddtess
the conceptualization dilemma. Austin (2010) conducted a study of two new measuiestud E
Situational Test of Emotion Management (STEM) and Situational Test of Emotional
Understanding (STEU). Both of these measures are self-reports, but afehdse Salovey
and Mayer (1990) model of EIl. Austin (2010) found that these measures were “siglyifica
correlated with MSCEIT total and branch scores” (p. 572). Wakeman (2006) and Bradiderry a
Greaves (2009) have both attempted to develop self-report measures of EQ thatateor
elements of ability-based and mixed-methods models of El. The Emotiorikdjémee
Questionnaire (EIQu) was found to correlate with both models of El, which the aliboatga
evidence of convergent validity for this new EQ measure (Wakeman, 2006).

In light of the many competing views on emotional intelligence and multiple ni@ans
measure the concept, one thing may be important to keep in mind; the concept of El is a

continuously growing area of study. It is clear from the large amount i@tlite devoted to this
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topic that it is also an important area of study. It should be equally cleardbataie into the
development of clear and concise models of El, as well as psychometrically samsilahe
measuring these models are of importance to the field. This study proposeshe us
foundational model of El as developed by Salovey and Mayer (1990) and its associated,measu
the MSCEIT. While future research will likely produce changes in thess,ates
conceptualization and corresponding measure provide a solid foundation to work from in
investigating another important area of El, its application to various fields.
Emotional Intelligence and Principal Leadership

Fullan (2005) argues that effective leaders are those who have the skills died &til
engage schools in lasting and meaningful change. Research cited by G{a8b8)gshows that
one of the abilities possessed by effective leaders is high emotionaderedl. Hartley (2004)
asserts that schools have not always considered the emotional side of decisioramAkisg
result have ignored an important part of who we are as people. Understanding emotional
intelligence and putting it to use are two different matters. Due to the pensdue of a
building principal’s job, it is important to consider how emotions and the way they play out,
impact a principal’s work. Lam and Kirby (2002) found that higher scores in ththe tdur
branches of Salovey and Mayer’s (1990) model of emotional intelligence accoanted f
improved cognitive functioning as tested in their study. General intelligghtedften
associated with academic and career success. In ligtt lofw predictability of career success,
Lam and Kirby’'s (2002) finding supports the idea of emotional intelligence ppgdaying an
important role in career success. Due to the personal nature of a building pencipat is

important to consider how emotions and the way they play out, impact a principal’s work.
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Wang and Huang (2009) found that there were strong correlations between
transformational leadership and group cohesiveness in their study of 23 smalldassines
Taiwan (p. 379). While this finding may not be surprising, it was further discoveatd th
managers with higher levels of emotional intelligence were more likegdage in
transformational leadership practices and lead groups with higher cotessivé&he researchers
are careful to note that due to the sample in this study, generalization cfuhe ielimited.
Using this finding as a starting point, it is important to find if similar resudive been achieved
elsewhere and more specifically, if similar results have been found in an edataétting.

Parker and Sorenson (2008) conducted a correlational study between emotional
intelligence and the leadership skills of National Health Service mamnisgére UK. This study
also looked at transformational leadership in addition to emotional intelligencedéehwas to
discover if the notion “that both transformational and transactional leaderdepstre linked
to achievement goals and objectives, and that the best leaders reguterhsttate both styles,”
held true when examined through the lens of emotional intelligence (Parker andd®o008,
p. 139). Study results show that all 24 study participants who scored highly on the méasure
emotional intelligence also scored highly on the measure of transformatemsdctional
leadership. As with the Wang and Huang (2009) study, the sample is represeftatpecific
population. Because similar results were achieved in vastly different poputatinples; this
does begin to lend credibility to the idea that emotional intelligence is@taotmponent in
effective leadership.

In a correlational study between emotional intelligence and teadluarcgf Di Fabio
and Palazzeschi (2008) found that in a sample of 169 high school teachers in the Tugmany reg

of Italy; high levels of emotional intelligence were significantlyretated with high levels of
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self efficacy. The authors note that “higher emotional intelligenceinked to higher teacher
self-efficacy in the capacity to manage the classroom, motivate and irstotlents, and use
appropriate teaching strategies” (Di Fabio & Palazzeschi, 2008, p. 322). Therteabaviors
and skills noted here are exactly those that have been shown in other researelsigrnifecant
impact on students’ academic achievement. While this study does not involvetgader
positions directly, it does begin to show the connection between the exercise ohainoti
intelligence and education.

McWilliam and Hatcher (2007) discuss the reinvention of educational leadership as
change from a field that is mostly authoritarian and managerial, to ormthidtbest be
described as shepherding. This work may be overly tied to the emotional side ohigaderts
does provide particular insight into the softer skills necessary for effgutiv@pal leadership.
McWilliam and Hatcher (2007) called these “the three Cs: caring passipahbut their role in
an organization, thinking creatively about their work and communicating effgctorachieve
their goals” (p. 234). If these skills are viewed in conjunction with Salovey andrid#4897)
definition of emotional intelligence as an intelligence that:

Involves the ability to perceive accurately, appraise, and express emiogi@inility to

access and/or generate feelings when they facilitate thought; th @bilnderstand

emotion and emotional knowledge; and the ability to regulate emotions to promote
emotional and intellectual growth (p. 35);

a clear connection between these ideas and the concept of emotional intetiegebeegained.
McWilliam and Hatcher (2007) further refer to six passions possessed tiyveffe

educational leaders; “a passion for achievement; a passion for careoa assollaboration; a

passion for commitment; a passion for trust; a passion for inclusivity” (M@miland Hatcher,

2008, p. 237). As was previously noted, there is a distinct connection between these “passions”

and Salovey and Mayer’s (1997) conceptualization of emotional intelligence. Educational
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leaders who are competent in attaining the goals or behaviors described\lidvit and
Hatcher (2008) must at least be aware of how their emotions and the emotions ofrgihets i
the school environment, and awareness is only one component of emotional intelligence.

Stone, Parker, and Wood (2005) conducted a study for the Ontario Principals Council. In
their findings, the top 20% of principals were found to have the highest levels of emotional
intelligence. Particularly strong areas within emotional intelligeinc these principals included
inter and intrapersonal relationships, adaptability, and stress management {ps 19)partant
to note that these findings are based on the results of two self-report measuresleaefsinip
and one for emotional intelligence. It is also important to note that the measaradtional
intelligence was a mixed methods model, the EQi developed by Bar-on (1997b). Enese ar
important distinctions due to the fact that similar results may not have daexmemtwhen using
an ability-based model and measure of El. Theoretical and methodologicariferaside, the
importance of Stone, Parker, and Wood’s (2005) work is that they have found what appears to be
a significant correlation between emotional intelligence and eféeptincipal leadership. In
light of the fact that little empirical investigation has been done in this fre&fibding is of
great importance.

McDowelle and Bell (1997) state that, “inquiries into the effect of emotiondligeece
on educational leadership will inform discussions about the part ethics, coliabanrad
democratic decision-making play in the exercise of school leadership” (p. 8)

They go on to say that “the abilities associated with EQ have clear itgpig#or the exercise
of school leadership” (p. 9). Hartley (2004) points out that emotional intelligewiciésa
connection to transformational leadership makes it an ideal area for stadytve field of

educational leadership. He argues that leaders with higher emotionajemiet! are likely to
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inspire better performance from those they lead (p. 588). Hartley (2004) also poitist out
emotional intelligence works in complement with “rational management”ipeadb create a
better result than either method alone (p. 588). This idea echoes Parker and Sorensonn(2008). A
interesting study by Ashkanasy and Dasborough (2003) found that undergraduate students who
scored well on the Mayer-Salovey-Caurso Emotional Intelligence T&CET) also fared
better on in-class team leadership exercises (p. 20). While no causality cderred from these
results, it does lend credence to the idea that emotional intelligence andHeadbilities or
skills may be correlated in significant and important ways.

Cherniss (1998) claims that important skills possessed by effective sclamklea
include: “the ability to modulate emotions,” “persistence,” “building consensus, catirdj
team efforts, appreciating multiple perspectives” (pp. 27 & 28). These slattsh clearly with
Salovey and Mayer’s (1997) definition of El. The evidence should be clear thert Bhd does
play a significant role in effective school leadership. In addition, it ponant to gain empirical
evidence that supports the wise use of this concept in the changing field ofedicat
leadership. If we are to effectively educate our children today, for the wbtbmorrow; the
best tools we can give them will be based on enduring concepts that touch the core ef who w
are as individuals and a society. This can only take place if we have &red@dedge of how
such concepts such as emotional intelligence directly impact the teacHifepamng that takes
place in our schools.

Teacher Efficacy

Teachers are considered to be one of the most critical elements in studergt succes

(Marzano, 2007). Moore (2009) cites research that states “leadership is secaidctaggroom

instruction among school-related factors for improving student learning” (p. 20)ami(2007)
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cites research that 30% of a student’s achievement can be attributed to tiyeofjtiadir
teacher. In her review of Finland’s education system Sahlberg (2007) makdsahaleFinnish
teachers have a master’s degree or higher. While this review does not &teetptrmine
causality between teacher education and student achievement, it remayrthéikéle high level
of teacher training plays a role in Finland’s consistently high ranking guméarnational
examinations of student achievement.

Based on the evidence at hand it is important to recognize not only that teacher quali
plays an important role in student achievement, but that there must be certagvidwtor
contribute to teacher quality. Teacher preparation as mentioned by SaBl&rydertainly
plays a role in this amalgamation. However, this is to a certain extent outoointnel of
educational leaders within school systems. Regardless of preparatiomtis¢tee other factors
that contribute to teacher quality.

Ashkanasy and Dasborough (2003) based their study of emotional intelligence on the
premise that emotionally intelligent leaders tend to have highly sdtisbekers. In their study,
direct instruction in emotional intelligence did produce small effectsoapgperformance for
college students (p.20). Burgess (2005) also works from the premise that emotedinge e
can be taught and learned. He proposes a conflict resolution model that has been used
successfully in clinical applications with those in education. This model rétaties emotional
intelligence factors of regulating and using emotions effectively. Invbek Chernis (1998) has
found that good “people skills” are often associated with effective principa®&). In her
examination of “servant leadership” as proposed by Robert Greenleaf, CrippenH@®dlights
numerous leader behaviors that associate closely with the key componentsi@i&mot

intelligence (p. 13).
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The ideas that emotional intelligence can be learned and be practicedyrtteatv
increases employee satisfaction or productivity have not been widely studiatedtivation.
However, the effects of transformational leadership have been. As noted deaategre distinct
relationships between certain transformational leadership practicematidrel intelligence.
One well documented effect of transformational leadership practices is easadn teacher
efficacy. Additionally, teacher efficacy has been shown to contribute to studeev@ment.
Dinham (2007) writes,

that the influence of educational leadership on teacher and student performance has

generally been underestimated, and that the measured direct effects rshigadéich

some researchers have found to be very low, are outweighed by indirect aedemitec

effects such as school history, context and organization, with school climateaacting
intermediate variable between leadership and classroom achievement. (p. 265)

From this statement it may be inferred that while educational leadership ddeveaat wide
base of empirical backing for its effect on student achievement, it is dispiostsible that the
effects we see come about in a manner that is difficult to measure.

Elliott et al. (2007) highlight an emphasis on “organizational culture and advVasacy
two of the main factors that distinguish effective principals from those who waeks effective
schools (p. 179). Hollenczer and Schneider (2006) take this a step further in their look at
communication. Principals who are able to communicate effectively, both réredineed for
information and how best to deliver it. This type of behavior relates directlyiott Bt al.’s
(2007) focus. Johnson and Uline (2005) echo these remarks. In their work, principals who were
effective communicators led more effective schools. McDowelle and Bell (188Ghed the
conclusion that “emotional illiteracy” within a group, lowers the group 1Q (p. LY)n
credence to the idea that leaders who exhibit low levels of emotional ieneidoehave in

manners that hinder the group’s ability as a whole.
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In a mixed-methods study of leadership behavior on teacher efficacy, Hipp (@988) f
significant correlation between transformational leadership practabseacher efficacy.
Results of both the quantitative and qualitative analysis were used to atheecanclusion that
there are a set of transformational practices principals can engagewillthncrease teacher
efficacy (p. 32). Marks and Printy (2003) found that one factor attributed to teéioterye
“shared instructional leadership,” was directly related to a principabstormational leadership
capacity (p. 385). Given the link between emotional intelligence and transfornhéehership
and the connection between transformational leadership and teacher effisaryjstto reason
that there is some connection between emotional intelligence and teacheyeBeezause
teacher efficacy has been shown to influence student achievement, emotioliigematelon the
part of educational leaders can reasonably be assumed to play a roléndilleeit, in student
achievement (Dinham, 2007; Hipp, 1996; Leithwood, 2007; & Moore 2009).

The ability to engage in such practices depends, in part, on leaders’ knowledge of the

technical core of schooling — what is required to improve the quality of teaatdng a

learning — often invoked by the term instructional leadership. But this adgiyis part

of what is now being referred to as leaders’ emotional intelligence. (Leithwabd a
Jantzi, 2008, p. 507)

The quote above clearly articulates a direct connection between the business of
educational leadership and emotional intelligence. This connection asdsreld¢ader efficacy
was studied by Leithwood and Jantzi (2008). The results of their study show thathetele
were no significant and direct correlations between the self-efficamyllective efficacy of a
school’s leaders, “LCE and leader behavior explain 58% of the variation in school coriditions
which accounts for “19% of the variation in student achievement” (pp. 519-520). In other words
self and collective efficacy of a school’s leaders has an indirect, buticigmifmpact on student

achievement.
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Leithwood and Jantzi (2008) do not discuss in great detail the “school conditions” which
are influenced by school leaders in their study (p. 519). However, one positive salzialet
may be the concept of flow. Flow is a term coined by Csikszentmihalyi (E9@0} a state in
which the individual becomes so engaged in an activity, that their consciousnessatededi
solely to the task at hand. Furthermore, flow stems from a feeling ofcéffisaness in the
activity at hand. Basom and Frase (2004) discuss this concept as it relatelsitg tddme
authors determined that leadership behaviors that promoted flow included frequeobolas
visits by the school principal (p. 245). In addition, the authors cite Frase (1998) in twash i
found that principal visits to classrooms were found to be a significant predicteeasfhér self-
efficacy, teacher-perceived school efficacy, teacher-perceivied®ffof other teachers, teacher-
perceived organizational effectiveness, teacher-perceived efficloy efaluation process and
professional development programs, and the frequency of teacher flow expérjpn2és).

The importance of highly efficacious teachers and the frequency with véaichdrs experience
moments of flow within the classroom can be effectively summed up by Basom aed Fras
(2004); “It is virtually impossible to create and sustain over time the conditiopsdductive
learning for students when they do not exist for teachers” (p. 254). Teachers mwsinhe
opportunity to work in an environment that produces professional learning and growth. This
growth leads to enhanced efficacy and can be stimulated in large paiediiwefprincipals.

Chan (2008) introduces his article with the idea that teaching is a stressiphtban
and that teachers need effective ways to deal with this stress. The twaessouestigated in
this study are emotional intelligence and self-efficacy (p. 397). Resuhssdatudy indicate that
a teacher’s emotional intelligence plays a significant role in thdityato deal with job stress

and that El strongly mediates the role of self-efficacy in dealing whttsfress (p. 403). The
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importance of this outcome can be seen when examining a study by Ross and Grayn(2006).
this study Ross and Gray (2006) propose three connections “between leadership asidmabfes
commitment..., teacher efficacy..., and between teacher efficacy and jpredéssmmitment”

(p. 180). The authors found that each one of these ‘connections’ held true in their study, wit
transformational leadership having the greatest effect on collesfficacy. Bandura (2010)
reminds us that collective efficacy is a combination of both the level of $ielk@f possessed

by individual group members and an aggregate of the individual group members’ personal
assessment of the group’s collective-efficacy. This information, in condmnaith Ross and
Gray’s (2006) additional finding that “transformational leadership had diffect®on teacher
commitment,” supports the connection between principal leadership and teadaayefiivare
and Kitsantas (2007) found similar results in their study of the self and cadledticacy of
teachers in regard to professional commitment. They found that self-efiicesyard to three
key areas of teaching were significantly related to professional torent (p. 309). More
importantly however, was the finding that there are five distinct areas theippts can grant
teachers more control over and increase teacher self and collectiveyg(jfica69).

Teacher burnout could be defined as “a syndrome of emotional exhaustion,
depersonalization, and reduced accomplishment which is a special risk for individoalsovk
with other people in some capacity” (Schwarzer and Hallum, 2008, p. 155). While this
description paints a grim picture of a potential professional pitfall foh&zacthe results of
teacher burnout may be even grimmer. Pas, Bradshaw, Hershfeldt, and Leaf (201@atstate
“when teachers experience high levels of burnout or feel emotionally exhabsied, t
relationships with students and the quality of their teaching suffer” (Pals, 2010, p. 13). Itis

a normal part of life for individuals to experience highs and lows in their profespiorsalits.
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What educators and particularly educational leaders must not allow to becoméhowezer,
are conditions that increase teachers’ tendency to experience professisna

Schwarzer and Hallum (2008) in a study of German and Syrian teachers found that
teachers with low self-efficacy experienced greater degrees of bmd@3). They also found
that teachers who experienced burnout were likely to possess even lowey éfficaid their
teaching after the burnout experience (p. 167). This finding supports the connecticanbetwe
burnout and efficacy. Pas et al. (2010) found that teachers who experienced burnouswere les
likely to utilize school resources to help address students’ academic and/ookeheeeds. The
authors infer that this is likely “to be associated with withdrawal fromhtagtor “learned
helplessness” (p. 24). The findings presented in this article, along witlitihers’ interpretation
of this information clearly support that notion that less efficacious teaptwiisle lower quality
instruction for students.

As pointed out earlier, principals can and do have an effect on the level of teacher
efficacy within a school. Overton (2009) conducted a qualitative study to invedtigateasons
behind teachers’ feelings of power and efficacy, or the lack thereof. Ridibepaviors were
cited by study participants as having both negative and positive impacts ondepeleaived
level of power. These perceptions had direct connections to teachers’ sensmobeness
toward their craft. Principal behaviors found to undermine teacher efficaeytedevaluing of
teacher input into decision making, a general lack of appreciation for teacbeks’ w
withholding of necessary resources, and a general sense of nonsupport. Overton (2008saddress
these problems by stating “that student learning is at the heart of whalssdbolt is more
likely to be enhanced when teachers are contented, committed to the taskisioftead have

an appropriate sense of efficacy and empowerment” (p. 7).
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Expectancy-value theory reminds us that individuals are motivated to pursue/hagks
fulfill two basic requirements; a) the individual feels that they have a rabsochance of
achieving success within the task, and b) the individual finds value for having achietaskthe
at hand (Eccles & Wigfield, 2002). Wang and Huang (2009) claim that transfornhétiaaders
enhance teachers’ motivation in both of these areas by “providing meaningful gbsllgn
381). Furthermore, self-determination theory would look at this scenario as one in which
‘autonomous’ motivation must be increased and ‘controlled’ motivation must be delc(Base
& Ryan, 2008). Within the school setting a principal is uniquely situated to affectibel sc
conditions that would increase teacher motivation under these perspectives.

Overbaugh and Lu (2008) claim that a teacher’s self-efficacy detsrtthe tenacity
with which he/she will persist in trying...given the academic ‘climaft¢heir school” (p. 45).
Leithwood and Jantzi (2009) cite evidence that principals who practice traasforad
leadership styles have been shown to positively impact “teachers’ levelsrobefl
commitment” (p. 48). Southworth (2009) argues that the manner in which principals structur
their schools plays a significant role in not only whether teachers acéedfdut perhaps more
importantly, are engaged in practices that will help them feel effedtivere (2009) takes these
ideas one step further and connects them with emotional intelligence. Hiseatgsthat
simply having knowledge of how to structure schools in a changing environment is ndt.enoug
Principals must have the skills to effectively manage change and the impasbibh those
within schools, particularly teachers. He makes the case that princigalsigh levels of
emotional intelligence have exactly those skills (p. 22). Wang and Huang (20@3hpbtie
skills of emotional intelligence increase a principal’s perception ofiemand effective

responses to this emotion shown by teachers. Bandura (2001), while not addressingnesiuca
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educational leadership, provides an accurate summation of the important infpefticeey and
its stimulation by others has on the individual.
To make their way successfully through a complex world full of challenges andifiazar
people have to make good judgments about their capabilities, anticipate the probable
effects of different events and courses of action, size up sociostructural op e tamat
constraints, and regulate their behavior accordingly (p. 3) ... If they bétieyare being

exploited, coerced, disrespected, or manipulated, they respond apathetically,
oppositionally, or hostilely. (p. 5)

Given the current level of knowledge about the skills and behaviors practiceddiiveffe
principals, there should be little doubt that these individuals hold considerable infhvencae
conditions that will engender the behavior described above; or something muchobetter f
entire school community.
Student Achievement

The current focus on student achievement stems from the culture of accountability
created within schools through various means. The No Child Left Behind Act of 2001 and its
current counterpart, Race to the Top, can be seen as one of the major factors inidineotreat
state and local policies which place an increasing value on student achieveegamtless of
why an enhanced interest in student achievement came to be a driving focus in selecds
large issues are at play when student achievement is discussed. One ofubess the
guestion of exactly what student achievement is or is not. A second issue is wiratdmettly
and indirectly impact student achievement, specifically those factatedadb building
principals.

Leithwood and Jantzi (1998) conducted a study on the effects of distributeciaader
and its impact on student engagement. Their premise for this study was to find aut if thi

leadership style had distinct impact on student characteristics other thamigcacldevement.

72



These researchers chose student engagement as their focus due to itstgessrahibutcome
for students. Or more specifically because,
it measures, directly and indirectly, educationally significantées. For example, for
many students, dropping out of school is the final step in a long process of gradual

disengagement and reduced participation in the formal curriculum of the school, as well
as in the school’s co-curriculum and more informal social life. (pp. 12-13)

This focus on a student characteristic outside of academic achievement dee®tistra
importance of other school related outcomes. Results of this study show thiatiidtri
leadership did not significantly impact student engagement. Indeed, other ¥eeterfound to
have far greater influence on this variable, such as a student’s family.

A second study investigating a student outcome other than academic achievament as
relates to leadership was conducted by Tornsen (2009). This study was conductededigi S
secondary schools. In Sweden students are measured on both academic and social outcomes
Results of this study showed that principals in the schools where students hadiagbraent
in both academic and social domains were those who engaged in three distinct setssof act
One of these sets included a high level of interaction with teachers. The secoad set focus
on how teachers could help students achieve national objectives. The final setnsfiactuded
the principal’s effectiveness at fostering a culture where te@clo@eration was greater than in
schools with lower achievement.

While these two studies achieved different results, two important fackatesdr€o
student achievement should be noticed. One, these two studies were conducted in different
countries with different school structures. However, they were both able to deatmwiistr
varying ways in which school principals have an impact on student achievement wimémeelxa
outside of academics. Two, they show in a small way the importance of undergtaodgi

“principals are responsible for student and school outcomes” (Tornsen, 2009, p. 49).
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While Leithwood and Jantzi (1998) were not able to detect a link between distributed
leadership and student engagement, Leithwood and Mascall (2008) found a significant
correlation between collective leadership and student achievement in acsadarthis study the
authors found “that collective leadership influences student achievement througgr teac
motivation and work setting” (p. 544). Of these two mediating variables, workgshtd the
strongest correlation with student achievement. This finding falls dineclitye with standard
two for administrators, as outlined by the Interstate School Leaders ingebsnsortium
(ISLLC). This standard states that an effective “education leader pFsria success of every
student by advocating, nurturing and sustaining a school culture and instrugtgraim
conducive to student learning and staff professional growth” (ISLLC as gitetlitphy, 2005,
p. 167). A review of the descriptors that follow this standard will show that working
collaboratively, listening, and nurturing are implied actions necessarypfan@pal to meet the
standard. Even a cursory review of Salovey and Mayer’s (1997, 1990) definition of El shoul
bring to mind significant connections between this ISLLC standard their aa#gd model of
emotional intelligence.

Further evidence for the link between collective or distributed leadership andtstude
achievement was found by Heck and Hallinger (2009). In their study, the ressgnaposed a
linear model of mediating variables that would lead from distributed leadeosinigréased
student achievement in mathematics. Results of this study show that tlestgeéfatt on
student mathematical achievement was found in a path that began with distelbadtghip,
was mediated by the variable of teacher capacity, and connected to a growthematical
achievement (p. 681). In other words, distributed leadership had the effect ofingcteashers’

capacity for mathematics instruction, which in turn increased student achra\artigs area of

74



academics. This finding supports the premise proposed by many educationaherseand
repeated in this article by Heck and Hallinger (2009) that; “leadershigsffedearning are
brought about indirectly through their impact on people, structures, and processeschotile
over time” (p. 663). Southworth’s (2004) thinking on this matter claims that effectoeigais
will make a conscious effort to work on their areas of influence, but will do so in an tndirec
manner (p. 120). Exercising influence in an indirect manner will require skillnati@nal
intelligence, specifically the ability to use emotional informationuiolg rational thinking.
Salovey, Mayer, and Caruso (2002) describe the goal of one emotional intelligeneenpirogr
the workplace as having the goal of leaders learning “the role of emotionvotkelace and
gaining an awareness of how one’s own emotional reactions and the emotions ddfégbers
management practices” (p. 72). While the role of the principal has shifted awagtfictly
managerial practices, the reality of managing human resourceisii. Principals who operate
from the emotional, or human side of management, may find themselves better positibmed t
less managing and more influencing.

One area where principals can have influence is on quality instruction, whichessettir
by Johnson and Uline (2005) in a discussion of the six ISLLC standards. In their discussion of
standard two, they focused on the importance of two particular areas, clear and focuse
professional development and the amount of time a principal spent on instructioned.matte
Promoting quality instruction in a school that lacks either of these factorsevaglifficult
endeavor for a building principal. High quality professional development tfadused on the
needs of students provides great benefit for the promotion of quality instructi@as #lso
found that this type of professional development is “a key strategy to (sic) hidptiters feel

supported” (p. 47). Teachers who feel supported in their efforts are more likely to provide
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students with the type of engaging and effective teaching they need for highdelrning to
take place.

The country of Finland has been widely recognized over the past two decades for the
success of their system of education. While it is vastly different from thel meeidin the
United States, it is clear that it is working for Finnish students. In fadgrfé is the third
highest ranking country in literacy and science according to the year 2000 Program f
International Student Assessment (Marshall and Oliva, 2010; Sahlberg, 2007). Twamnhport
connections may be drawn between the success of Finnish students and the importance of
professional development. Sahlberg (2007) notes in her review of the Finnish eductéon sy
that professional development centered on improving the practice of teaching amcrepha
other areas of the profession is a key element in the success of their schiaals.dngoing
professional development has played a part in the elevation of teacher stamtiimd-iviand’s
wider professional community. She asserts that teachers have gained andtatnish society
relative to other professional level positions. This elevation of status is nateafftor teachers in
all areas of the United States, but where it is, a greater number of tesbbdes| supported in
their work can be found; making a connection back to the idea of supported teachers found in
Johnson and Uline’s work.

The work of Graczewski et al. (2009) clearly illustrates how professionalagpeneht
relates to instructional leadership and is the core of what drives quadisyamdan instruction in
many schools. When it comes to instructional leadership, time matters. Theutwetsful
schools that were observed in Johnson and Uline’s work had principals who spent a gdat deal
time focused on instruction and learning. Dinham (2007) supports the notion that principals

make the most significant impact on instruction when instructional leadersh@riptimary
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focus. In his study of several Australian schools one of the common themes thatas dise
connection teachers drew between their principal’s leadership, the quahsirakaching and
student achievement. Communicating a clear vision for the school and implementrespoli
and procedures to meet this vision were the most significant factors idebtifi@raczewski et
al. (2009) in their study of the San Diego City Schools. Schools who had leaders that were
identified as having the ability to promote these factors found themselves with $tigthent
achievement and better teacher morale. This idea was supported by the findufghtadour
measures of principal behavior used in the study, the way teachers viewedrlgals
school vision had the highest correlation with student achievement (p. 77).

Owens and Valesky (2011) outline “five basic assumptions of effective schpoll?¥).
One of these assumptions states that;

the school accepts responsibility for the success or failure of the acgmifomnance

of the students. Students are firmly regarded as capable of learningesgaifdheir

ethnicity, sex, home or cultural background, or family income...Differences among

schools do have an impact on student achievement, and those differences are controllable
by the school staff. (p. 127)

The ideas that students are capable of learning and that the faculty oblecachoontrol a
certain degree of this achievement lead to the question of exactly who amonfdf thecetants
for what portion of student achievement. Current literature shows that teaatwratdor a
great deal of the variance in student achievement. While the link between studeveraeimt
and principal behaviors or characteristics is less direct, researchxikign this area.
Mackey, Pitcher, and Decman (2006) studied four urban elementary schools to see how
principal behavior effected student achievement. They found that the two psnelmawere
most actively engaged in the instructional process had the highest studem gaaasng.
Additionally, it was found that the school whose principal had the most background ezgerie

and instructional engagement had the most significant student gains. These ersutisniar
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to those found by Ylimaki (2007). In her study she found that principals with the strongest
“pedagogical knowledge and capacity building skills” led the schools mostiedfat

improving student achievement (p. 17). These studies serve to show that building principals do
indeed have an impact on student achievement.

Witziers, Bosker, and Kruger (2003) conducted a meta-analysis of erhpagearch
focused on the connection between leadership and achievement. Their findings higideght
important points in this discussion. First, the researchers found that studieshrealkership
was viewed as “a one-dimensional concept” were not able to determine aegiaipler
relationship between leadership and student achievement (p. 409). Second, they did find that
certain principal behaviors do have an appreciable impact on student achievencditalhpe
“supervision and evaluation, monitoring, visibility, and defining and communicatingomigg.
410). Third, the authors argue that it may be more important to understand why idoipal
what they do, than it is to know what they do (p. 416). These findings support the notion that
principal leadership is a complex topic and cannot be fully understood unless medatrg) fa
that impact leadership effects are investigated as well. With this workewi&t al. (2003) also
lend credibility to the connection between principal leadership and emoticglagerice. The
principal behaviors that showed the highest correlation with student achievennevila#
building and maintaining effective relationships. If supervision and evaluation betsaar
communicating a school mission are to be done effectively, the principal must $@lice a
relationship with the other members of the school community. Perceiving, understamding
acting on emotions are cornerstones of emotional intelligence and play araimpole in any

relationship. In their conclusion the authors suggest that knowing why principals loelhave
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given manner is important to further research. It is distinctly possiblanhatestigation of
principals’ emotional intelligence may reveal important answers to thisigues

Hoadley, Christie, and Ward (2009) found that one of the strongest indicators of
sustained student achievement was the level of “positive relations betaelkarteand
managers” (p. 383). In their article on “the effects of school leadership on stabevement,”
Nettles and Herrington (2007) focus a great deal on the literature regérdiregationships
principals have with their teachers, students and community. Seven areasfofriratisnal
leadership are discussed in this article, with these seven being broken downtyysetren
subcomponents. Of these thirty-seven items, twenty-four relate directljotlee$and Mayer’s
(1990) definition of emotional intelligence. De Mayer, Rymenans, Van Petegagh),Berd
Rijlaarsdam (2007) focus on choosing research methods that are capable of lookirtgttiegoug
mediating variables of a building principal’s effect on student achievemenbf@mese
variables is a school’s “human capital” and a principal’s behavior and astitomard this
resource (p. 129). Caldwell (2010) uses the term “spiritual capital” to refeistsame concept.
This idea is defined as “the strength of moral purpose and the degree of coherenge/alues,
beliefs and attitudes about life and learning” (p. 91).

While student achievement in academic areas is not the only measurable ootcome f
schools, or necessarily even the most essential, it is nonetheless an outcometaha®apor
Principal behavior is widely accepted as having a small, yet sigmifimpact on student
achievement (Hoadley, et al., 2007). Furthermore, this impact is often moderatéerimediate
variables (De Mayer, et al., 2007). The purpose of this proposed study is to examine the
emotional intelligence of building principals’ and its effect on student aahiewe As

mentioned previously, many factors (intermediate variables) of tramsfranal leadership can
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be directly related to the definition of emotional intelligence. To date, theraently no
studies that have sought to examine this relationship of a building principal’s erhotiona
intelligence to student achievement. If a significant relationship dasts #were is a substantial
opportunity for these findings to be applied to pre-service training for aspirimggais and
professional development for acting principals as they seek to enhancartiveglend
achievement of their students.
Leadership for Learning

Blase and Blase (2004) found that a distinct set of principal behaviors “drdipatnzh
positively impacted teachers’ feelings and attitudes, thinking, and instrudiemavior” (p.
162). Several connections can be drawn between the outcomes identified in the@BRBlssa
(2004) study and Salovey and Mayer’s (1997) definition of emotional intelligencelyCleere
must have been the recognition of emotion, rational thought about the emotion, and action taken
based on the processing of emotional information, in order for teachers to havefdeted af
the manner described. Another connection that may be drawn lies between thes'fesding
attitudes, thinking, and instructional behavior” (p. 162) found by Blase and Blase (2004). In
other words, teachers were able to translate positive feelings abouthgadéects into better
instructional practices. Multiple theories of motivation would describe this phenomenon i
different ways. However, each would ultimately say that the teachersforgeslychological
wellbeing had been met (Bandura, 1986; Deci & Ryan, 2008; Eccles & Wigfield, 2002). In order
to best understand the manner in which this can occur, it is helpful to examine the type of
leadership that stimulates learning.

Multiple forms of leadership exist and there is no one correct form of legoleirsfact it

is commonly accepted that a mix of leadership practices are exercitiesl lhpst effective
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leaders. However, one promising form that is currently at the forefront in ith@fikeadership
is transformational leadership. Transformational leadership does not havenardgraccepted
definition, but it could be said that it involves the use of practices that enhance tiesaddili
those individuals a leader works with (Denessen, Nguni, & Sleegers, 2006)aBtaBéase
(2004) make the case that “facilitative, supportive actions by principaistasctional leaders
have powerful effects on classroom instruction” (p. 5). These statements useddo defi
transformational leadership encompass the idea of this leadership model, butadtiress the
specifics. It is important to have an understanding of core strategies awldoglthat underlie
transformational leadership.

As mentioned earlier, shared decision making as a form of distributed lepdsrs
considered to be a hallmark practice of effective transformational le&lase and Blase
(2004) cite the freedom of teachers to make professional decisions as one of thgskey tr
revealed by their study of effective educational leaders. This resulas@by research
conducted by Leithwood (2007) and Schoo (2008). Leithwood (2007) argues that leaders who
engage in shared decision making build the capacity of an organization. This typaaitfyca
building creates significant and lasting change. Schoo (2008) cites evideneadeas make
the difference in how an organization gets from point A to point B. The use of shared decision
making is one of the elements effective leaders use to make this happen.

Effective educational leaders also engage in the transformational @raicsietting clear
goals and developing organizational commitment. Cooper et al. (2002) make a stefg ca
the connection between constructivist theory and transformational leadershipuCtonstr
theory as it relates to leadership indicates that effective lea@ate structures for collaboration

and create a common vision for their school. Denessen et al. (2006) found that in their study of
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Tanzanian schools, transformational practices of school leaders did indeedéancrea
organizational commitment. Another international study conducted by Dinham (2007 hl
the importance of organizational commitment. In his words “these principalsdot and
expect a lot” (p. 269).

If we accept the idea that only teaching contributes more to student learmirsgtiwel
leadership; Southworth (2009) asks the question of how much can be achieved if leaders and
teachers work together (p. 93)? Several core components of transformatadeasihgp have
been discussed, but another vital component, collaboration, remains. Marzano et al. (2005) found
in a meta-analysis that three collective sets of principal behaviorf®sbat collaboration,
significantly correlated with student achievement. These sets of behaei@£ommunication,
culture, and visibility at an of .23, .25, and .20 respectively (pp. 42-43). Of these three, culture
and visibility best fit the definition of collaboration. Culture is described asrfog “shared
beliefs and a sense of community and cooperation” (p. 42). Principals who havey ‘cuatiact
and interactions with teachers and students” meet Marzano et al.’s (200)tabesof visibility
(p- 43). One may wonder what ‘quality’ and ‘community’ mean in the previous definitioahs, a
this is an important question to answer. DuFour and Eaker (1998) provide insight into the answ
and lay a foundation for principals to build on when they say;

to have the greatest impact, principals must define their job as helping toareat

professional learning community in which teachers can continually collebamdtlearn

how to become more effective. Principals must recognize that this task densands le

command and control and more learning and leading, less dictating and more
orchestrating. (p. 184)

From these words it may be determined that a principal’s role is one in whiehslaa intense
focus on doing the things that will support shared decision making, clear goal, setting

collaboration. Schools where these ideas are not only present, but actively in sskpale
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where student learning takes place. Not only will student learning take pladéetake place
well.

Professional learning communitid3ufour and Eaker (1998) are commonly associated
with the term professional learning communities, but they are certainly not thimdriduals
interested in this concept. One hallmark of a profession is its ability tolgthwtheoretically
and in more practical and applicable ways. Education holds a unique position in the continuum
of learning, because of its focus on learning. Just as, if not more important, than why
professional learning takes place in schools, is how. Fullan (2008) claims, that suleaod
better, than the teachers who are employed within them. Focusing on factotharthe
professional development is not likely to increase the bottom line for a schod, ie/ktcident
learning. Understanding that principals have significant impact on students dmetseaad
understanding avenues such as emotional intelligence, through which this impastoecur
important steps in learning about and evaluating school leadership. Examining tksipnaie
learning community model takes this one step further by providing an example of lsew the
elements can come together to effectively benefit students and thd@nacachievement.

Thompson, Gregg, and Niska (2004) based their article on how professional learning
communities are played out in middle school education. They found that each of the schools
within their study had aligned themselves with Senge’s (1990) “five discsphiha learning
organization” (Thompson et al., 2004, p. 3). As a result of this alignment, the schools were
making progress in two areas, faculty collaboration and student achievement.rfromhéne
schools that were found to be most closely aligned with the five principles egpedre

making the most progress in both areas. The importance of these finding aaeuhwgt f
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collaboration has a significant impact on student achievement and that an incithaskr st
variable will most likely result in an increase of the latter.

Graham (2007) also completed a study of PLC’s in the middle school setting and
achieved results similar to Thompson et al. (2004). This study was premised on thatidea t
principals will have the greatest impact on student achievement when they focuseasing
teachers’ capacity for quality instruction. Teacher interviews redeakignificant connection
between engaging in the PLC process and an enhancement of their teachiogspieoty
indicated a shift from focusing solely on what students should be learning to focusihgter
or not they actually learned it, and what they could do to increase learning. Anothiedikey
in this study were the teacher elements that made the PLC approach sligGeaksém (2007)
states that, “the idea of professional collaboration and support was one of the str@mestto
emerge from the interviews” (p. 11). This finding supports Southworth’s (2009) ¢latrmt
effective schools, “classrooms will not be private places, but venues visiteddpgoas
looking to develop themselves and to play a part in developing others” (p. 103).

The previous two examples highlight the positive results that can take plabeatssc
that align themselves with the PLC model. What may be just as important ategierincipals
took to ensure these results were achieved. Of the factors that contributed ssfaliédeC
implementation, principal leadership was found to be the strongest in both schools (@memnps
al., 2004; Graham, 2007). Specific examples of how principals demonstrated theihigaders
included; creating a school schedule that allowed time for collaboration and suppesther
initiated professional development. Both of these actions fall in line with how DaRduEaker

(1998) describe a principal who fosters a PLC in their school.
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With collaboration at the heart of the PLC process, principals must be preparecessaddr
the challenges that surround this activity. Sheppard and Brown (2009) found thattleNstr
administrator was able to overcome obstacles related to collaboration thrdtaglegisseries
of actions. By implementing collaboration with key groups in the district, other groups bega
modeling these practices and the initial efforts had a compounding effetarS&ifforts could
be undertaken by a principal at the building level. By building the collaborativeitsapbsmall
groups, these groups can in turn influence other groups of teachers. In fact, MullemtiagdrH
(2008) suggest the use of study groups to accomplish this task. They recommend this approac
because it allows the principal to become highly engaged with their staff inngx@mwore
issues of teaching and learning in their school (p. 280).

Scheduling was cited in the two middle school examples as a way in which thepagdrinc
supported the PLC process. If teachers don’t have the time to collaborai@eimey likely to.
Structuring the school schedule so that teachers have common collaboration siseafigleto
ensuring collaboration takes place (Mullen & Hutinger, 2008; Lujan & Day, 2010; Supovitz &
Christman, 2005). Another important step principals should take in supporting collaboration is t
help their staff develop the skills necessary for collaboration to take jacking
collaboratively and collegially is a new concept to some and can be chajjédagothers. Two
of Lencioni’s (2002) challenges that teams face are trust and confli@nifrreembers don’t
trust each other, they are not likely to collaborate well. In addition, affeandict stifles the
flow of ideas. Teachers must trust that they are working toward a commasngiclat conflict
is not meant to attack an individual, rather it is used to stimulate discussionsasthatecan
improve current practices. Morrison (2008) found that nurse managers with higheofevels

emotional intelligence were more likely to use collaborative skills to haitdigtions of
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conflict. Morrison (2008) supports Lencioni’s (2002) notion of healthy conflict in h&raent,
that “when conflict is approached with high levels of El, it creates opportianitgarning

effective interpersonal skills. If conflict is handled appropriatelait enhance productivity (p.
981).” Further linking group work with emotional intelligence, Jordan and Troth (2004) found
that individuals with higher emotional intelligence performed better on prolaking tasks

and that teams with overall higher levels of EI performed better on problem saisksg t
Probably the most important finding however was that teams in this study “gftéarhi

emotional intelligence used collaboration as their preferred style ofatae8olution” (p. 208).

Lujan and Day (2010) suggest that training on the PLC process be given tff all sta
members at a school (p. 16). This suggestion is made with the intent that everyorseladhe
will operate from the same level of understanding about their collaboration progessit&and
Christman (2005) further suggest that principals provide learning communities a/school
the opportunities to engage in meaningful professional development together (p. 651). This
serves the purpose of enhancing collaboration by giving a group a purpose for catlaparat
chance to focus on a topic that is professionally meaningful and has practicehtiops for
their work. As the instructional leader of a school, the principal is uniquelyesité@t applying
emotional intelligence skills with their staff in a manner that enhancetio®l environment.

If a principal is successful in structuring a school schedule, building trust,jhgweefear
of conflict and provides a meaningful focus for the group, much work toward fostering
collaboration will have been completed. In all of this work, the necessity of El majebed,
but specific connections can be made. Schoo (2008) claims that how the group perceives a
situation is much more important than how the leader perceives it (p. 43). Perceptiatiohem

is one of the key components of El. When helping group members — teachers in a school —
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overcome issues of trust or learn how to have healthy conflict, a principal mausable of the
emotions taking place within the group. Using emotional information to guide thinkingtisea
key component of El. Simply realizing that teachers may be upset, happy, ¢goahenough.
Effective principals will be able to exercise El in a manner that helps ntiieke appropriate
choices based on the group’s emotion(s). Indeed, Oginska-Bulik (2005) found that iy @f stud
“human service workers,” teachers had the highest level of stressaomtpat also included
firefighters and police officers (p. 173). The majority of this job relatetstvas due to two
factors, one of which was “social relations” (p. 173). While these findingsnpraggim
picture, the upside is the additional discovery that individuals with high El werdilkely to
feel stressed and/or experience symptoms of depression (p. 170). As noted pretamusly, t
building principal is uniquely situated in a position to address this issue. Who bettdrehan t
principal to foster a climate and culture within a school that enhances teaelarshships with
other teachers, students, parents, administration and community. Buildingoaretiiee
capacity within a staff that promotes quality teaching and learning isdesedia core function
of the building principal and clearly engages the abilities associatedmathoaal intelligence.
Conclusion

Emotional intelligence as defined by Salovey and Mayer (1997) is a distincof
human intelligence that is proposed to exist in four branches; perception,tfaniltbthought,
understanding, and regulation (p. 37). Through these four branches, individuals are able to
follow a cognitive continuum that begins with recognizing or perceiving emotigioamation
and ends with this information’s use to facilitate situation appropriate actiote Wisiis an
oversimplified version of emotional intelligence, it does allow the mind to developrezem

which this information may fit, specifically in regard to effective leadgp. An effective leader
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is often good at listening not to just what is said, but how it is said. This indivicelabieften

skilled at thinking about what they are hearing and what that means for them, ter spekthe

group as a whole. Furthermore, skilled leaders often take that information ongerstepdnd

act upon it in a manner that best fits the situation. Peter Senge, in regardtteeciéadership,

is described as having said; “people with high levels of personal mastery cdarbt@athoose
between reason and intuition, or the head and the heart, anymore than they would choose to walk
on one leg or see with one eye” (Cooper, 1997, p. 33). In other words, effective leaders,

including school principals, must have other skills to draw from besides those tHatiaeel

from a purely analytical and managerial standpoint.

Leithwood (2007) describes a type of leadership that engages the skills minamot
intelligence, transformational. In this form of leadership, individualgai@ded and supported in
their pursuit of common organizational goals. Crippen (2004) and Shields (2004) take this ideal
further, with descriptions of servant leadership and transformative leaderspgztively. In
these forms of leadership, individuals inside and outside the group grow personally anafas pa
a collective. Regardless of which leadership style may be best suitgivenasituation, two
things remain clear; transactional leadership alone will not produce theiedatetsults
schools desire to achieve, and the skills of emotional intelligence are vitgl 06 taese three
leadership styles. The evidence is clear that principals impact a chilcateonal achievement
through their interaction with teachers and other members of the school &8Bdase, 2004;

Heck & Hallinger, 2009; Leithwood & Mascall, 2008; Mackey et al., 2006; Tornsen, 2009;
Witziers et al., 2003). When principals engage in the processes of instructiomaissopgegoal

setting, communication of vision and mission, collaboration, and various forms of distribute
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leadership; there exists an essential need for skills which address the tlamabfetslings,
which are a very real and important part of each individual in an organization.

Due to the commonly accepted notion that a principal’s effect on student achievement i
mediated by a multitude of variables, it may be argued that understanding the&sikesas
important to understanding effective leadership. Because a principal engatyse work with
many individuals and each individual will bring with them a unique perspective and set of
emotions; there is reason to believe that a principal’'s emotional intekigeacmediating
variable worth investigating. This study is designed to determine the natheeaafrtelation
between a principal’s emotional intelligence and student achievement.sRegbis study were
expected to be, and were, useful in addressing the training of pre-servicesadbors and

enhancing the skills of practicing administrators.
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CHAPTER 3
METHODOLOGY

Chapters one and two provided a framework for the investigative work to be completed
as outlined in this chapter. As cited previously, there is evidence that a ptaeffadt on
student achievement takes place through mediating variables, and that emugditgence
may be an important mediator of which to gain a better understanding. Feaectelypotheses
looking at the nature of the correlation between a building level principal’s emotional
intelligence and student achievement were originally formulated. A biecal linear regression
model was used to test the first four, with a T-test being used to test the fiftthésis. Chapter
three reviews the relevant research hypotheses and discusses the otlemkays of the
research design, including; participants, measures, and procedures useal dolieletion and
data analysis.

Research Hypotheses

The following research hypotheses are the same as those introduceenat thiehapter
one. However, null hypotheses have been added;fditand H. The null for B is applicable
to hypotheses three and four as well. This is further noted in italics at the esd of H

Ho1:A significant* correlation doesot exist between a pk-12 building principal’'s
Emotional Intelligence as measured by the Mayer-Salovey-Caruso Emadtitatiagence Test
(MSCEIT) and student achievement as measured by the Missouri AssessogeatnRMAP)
for communication arts and mathematics in grades 3, 8, and 11; when factors of SES,
race/ethnicity, and gender are held constant.

Hi: A significant* correlation does exist between a pk-12 building principal’s Bt

Intelligence as measured by the Mayer-Salovey-Caruso Emotionéigknek Test (MSCEIT)
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and student achievement as measured by the Missouri Assessment ProgRnigiMA
communication arts and mathematics in grades 3, 8, and 11; when factors of SE&nreitg/e
and gender.

Hoz: A significant* correlation doesot exist between an elementary principal’s
Emotional Intelligence as measured by the Mayer-Salovey-Caruso Ematitatiagence Test
(MSCEIT) and student achievement as measured by the Missouri AssessogeaitnRMAP)
for communication arts and mathematics when examined at grade 5, in additiondbicgrior

SES, race/ethnicity, and gendinportant Note Null hypothesis b} is applicable to hypotheses

3 and 4, where grades 8 and 11 are substituted for grade 5 respectively.

H,: A significant* correlation does exist between an elementary principaltgi&nal
Intelligence as measured by the Mayer-Salovey-Caruso Emotionagénee Test (MSCEIT)
and student achievement as measured by the Missouri Assessment ProgRnigiMA
communication arts and mathematics when examined at grade 5, in addition toingritoll
SES, race/ethnicity, and gender are held constant.

Hs: A significant* correlation does exist between a middle grades principaitgié&nal
Intelligence as measured by the Mayer-Salovey-Caruso Emotionéijknek Test (MSCEIT)
and student achievement as measured by the Missouri Assessment ProgRnigiMA
communication arts and mathematics when examined at grade 8, in addition toingritoll
SES, race/ethnicity and gender are held constant.

Originally hypotheses Hand H were proposed separately. Due to the continuous nature
of the scale on which the MAP test is measured, and in an attempt to increasessaenpl a
statistically valid manner; these hypotheses were combined. The new hypathakeked as

modified.
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H, modified: a significant* correlation does exist between a middle grades a
elementary principal’s Emotional Intelligence as measured by therMsajevey-Caruso
Emotional Intelligence Test (MSCEIT) and student achievement as me:&suttee Missouri
Assessment Program (MAP) for communication arts and mathematics whenexamgrades
5 and 8, when SES, race/ethnicity, and gender are held constant.

Ha: A significant* correlation does exist between a secondary principal’s Embtiona
Intelligence as measured by the Mayer-Salovey-Caruso Emotionéigknek Test (MSCEIT)
and student achievement as measured by the Missouri Assessment ProgRnigiMA
communication arts and mathematics when examined at grade 11, in addition toiegritoll
SES, race/ethnicity, and gender.

Hs: There will be a significant** difference between the communication arts and
mathematics achievement scores of students who have a principal \Eifhsaore in the top
third of study participants as compared to students with principals i@seore is in the
bottom third of study participants.

Hos: There will be no difference between the communication arts and mathematics
achievement scores of student who have a principal wilE(ascore in the top third of study
participants as compared to students with principals wiaQsscore is in the bottom third of
study patrticipants.

*Correlations will be considered significant at the .05 level.
**Differences will be considered significant at the .05 level.

Participants
Participants were drawn from building level principals within the metrigoérea of
two large mid-western cities. Individuals fitting this description wieeehiead principal of their

building. Purposeful sampling was used to select participants for this studyin@mlguals
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who have at been the head principal in their building for three years or more lgeteds®
participate in the study. A letter outlining the purpose, methods and timeline dsb@ch was
mailed to building principals in a combination of nine urban and suburban school districts that
are located within the metropolitan area of two large Midwestern ditiesested principals
were asked to respond to the letter by phone, email or in writing. From the pool edteder
participants 21 principals each, from the elementary (grades k-5), middle saiaoels(g-8),
and high school levels (grades 9-12) will proposed to be randomly selected to pairticipite
study, for a total of 63 participants. As needed, further mailings were madedipgs in other
districts in order to achieve a minimum of 21 principals in each grade span.

The choice of 63 participants was based on the use of the g-power program designed b
Faul, Erdfelder, Lang, and Buchner (2007). Using a hierarchical lineassegrenodel with
five predictor variables, g-power was asked to calculate a sample sessagy to detect a
moderate effect size of at least .35 when.05. The output for the g-power calculation can be
seen in figure 2. As mentioned earlier, the sample size of 63 was not achievednpleessze
in this study ended up being 18. A total of 107 invitations to participate in this studynades
with 25 candidates responding who met the criteria for study participation. Of thigiBe e

respondents, 18 ultimately completed the study.
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F tests - Linear multiple regression: Fixed model, R2 increase

Analysis: A priori: Compute required sample size

Input: Effect size f2 =0.35
a err prob =0.05
Power (18 err prob) =0.95

Number of tested predictors =5
Total number of predictors =5

Output:  Noncentrality parameter = 22.0500000

Critical F = 2.3766845
Numerator df =5
Denominator df =57
Total sample size =63

Actual power =0.9524891

Figure 2Sample size calculation using g-power (Faul, Erdfelder, Lang, & Buchner,.2007)

Permission and Informed Consent

Permission to approach building principals in each of the nine school districts weg gai
through each districts approved policies for participation in educational resAdstter was
mailed to the director of research and assessment, or corresponding posiiloeadh district
(Appendix A). This letter outlined the research to be conducted, timeline, summary of
anticipated benefits and risks and my contact information. Once permission to solici
participation from principals within a given district was obtained, the aforeomed principal

letter (Appendix B) was mailed. Upon receipt of interested study participgmbnses,
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principals were to be randomly selected from the eligible population. In the end, ldak of
principal responses, all eligible principals were included in the study.udly garticipants
completed and returned an informed consent form(Appendix C). The consent form outlined the
purpose and methods for this research, along with the assurance that all deteccalill be
kept confidential by the researcher. Collected data is disseminated in a coalfidanner as
well. Study participants were made aware of any anticipated benefis®this research poses
to them and that they may withdraw from this study at any time without conseqiibece
principal letter and consent form were approved by the dissertation commanttd JMKC’s IRB
committee as a part of dissertation process.
Ethical Considerations

There are two main ethical considerations in this research proposal. Oniensrantl
achievement scores are inherently personal. This research measuredpleetein eighteen
individuals and their corresponding schools. Conducting the research and dissemasaanchr
results must protect the individual study participants as well as the schooésdalke was
gathered. One manner to ensure this happened was to report all study data iretfetegggith
no mention of specific schools or building principals. The second ethical consideratient pse
to ensure study participants are aware of and given the tools needed to acusestied/scores
gained from the MSCEIT measure. Study participants were provided witlstioegs on this
measure, along with literature that will help them understand and utilizerdsasts.

Measures

Three measures were used in this research study. One, a survey callectoggaphic

information (Appendix D) will be given to each participant. The survey consisig bl in the

blank questions. The questions will help provide a general profile of the studygaentscand
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their schools. Four questions will be directed to the participant; genderofeadailication, years
of experience, and the type of building they work in (i.e. elementary, middle, ordhigbl}s
Two questions are directed at the participant’s school; percent of students iddhngbui
receiving free and reduced lunch and the type of AYP reportable sub-groups.

The second measure used was the Mayer-Salovey-Caruso Emotional Intelligshc
(MSCEIT). This test assessed the Emotional Quotient (EQ) of building pimdgracket and
Mayer (2003) have shown the MSCEIT to have acceptable levels of convergemyidadr
and incremental validity for the measurement of EQ. Furthermore, Mayeve$aCaruso, and
Siteranios (2003) have found that “the MSCEIT achieved reasonable reliaitity,
confirmatory factor analysis supported theoretical models of EI” (p. 179)}rdtest reliability
for this measure was found in one study to be .86 (Bracket & Mayer, 2003, p. 204). This
measure of EQ was delivered online, automatically scored and the resul&digered to the test
administrator.

The third sets of measures used in this study were the Missouri AssessogeaitnPand
End of Course tests in the content areas of communication arts and mathematissa This
standardized testing program used to measure academic achievement reaitiseoa of each
academic year. All Missouri public school students in grades three thrimwgim eomplete
between two and three of these test sections. According to Appendix D in the supporting
documents for Missouri's Assessment Program, the MAP tests have been dbgigiidsland
the state of Missouri using rigorous test construction standards (p. 3). Accépialdef
consequential validity along with strong levels of factor analysis andretirreliability have
been found for each section of the MAP (p. 4). Cronbach’s alpha for each of the three content

area tests are equal to or greater than .90 (CTB, 2009, p. 146). Discriminant vasdatgd
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been found between content area tests. Several of the tests share highormrelatiCTB finds

that this is due to test structure rather than test content (CTB, 2009, p. 154). For example
constructed response items require students to use written language to expeess cont
knowledge of mathematics or science, hence a .75 and .77 correlation between communication

arts and mathematics and science respectively (p. 168).

Data Collection

Data collection took place in three steps. First, selected study participarg contacted
via standard mail and email to discuss the requirements for completing the aipno@asures.
Secondly, principals were emailed a link and necessary information to conmpleteine
version of the Mayer-Salovey-Caruso Emotional Intelligence Test (MSCE&Ebres from the
administration of each test were reported to me by the test publisher, MUtti-Bgstems. The
score report contained an ovetal) score as well as individual scores from each subscale of the
test. This data was entered into PASW statistics software for use theidgta analysis portion
of the research design.

Third, student achievement data was collected from Missouri’s Departinen
Elementary and Secondary Education (DESE). Disaggregated student achieletaanthe
building level is publicly available by grade level on DESE’s website.dgiemated data is data
that is broken down by various characteristics. For the purpose of this investigetiaata for
the Spring 2010 administration of the communication arts and mathematics portions éRhe M
test will be used. This test data will be disaggregated by socioeconomic S&8)s (

race/ethnicity, and gender.
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This information was collected for students in grades 5, 8, and 11. These grades were
selected because of their representation of a cumulative knowledge ndrteiadesignation
as benchmark years in MAP testing. Grade 5 students are likely to reéghesbreadth of
elementary academic content knowledge, as they are at the upper limitlehtleatary level.
The same is true of grades 8 and 11. Additional school level information necessary s&teompl

the proposed analysis will be submitted in a data request to DESE.

Data Analysis

The purpose of the statistical analysis was to detect the presence amchsicmiof a
correlation between a building principal’'s EQ and student achievement withsctwadl. As
members of the educational profession seek to enhance their practice, betstanduogys of
the ways in which educational leaders impact students is an important areasof foc
Descriptive Analyses

Descriptive statistics are those that describe the data, such as themadian, and
mode (Runyon et al., 2000). Descriptive statistics were used in three digastathin this
research. One, it was helpful to have an understanding of the relevant cletiesf@Eesent
within the sample. A table of the mean years of experience, level of educatioduaational
setting (elementary, middle, or high school) for the building principals providestext for
establishing the population to whom the research results may be generalibabtgpe of table
is also be used to describe the schools from which MAP data was drawn. This tabléhehows
total number of schools in each level and the corresponding average of studévitgyréee
and reduced lunch and average number of each AYP reportable subgroup. The tabbdeltoef

in this paragraph may be found in chapter four on pages 103, 105, and 106.
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The second area in which descriptive statistics were used is in the disgés o
obtained from the MSCEIT and MAP tests. Graphic displays that show the mees a&adr
standard deviations for the overall group of building principals as well agriary, middle
school, and high school groups will be given. This data will also be calculated and reported
graphically for MAP test results. As mentioned in the previous paragraph, thesenety be
found in chapter four.

The third area in which descriptive analyses will be used is in calculagngptrelation
coefficients between student achievement and the variables of the buildingahsneQ, SES,
race, and gender. Pearson’s product moment correlation coefficient will bguaon used to
calculate these statistics. This statistic is representecbg tells us the connection between two
variables. Correlational data provided a picture of how each of the independenesariabl
correlates with the dependent variable of student achievement individually. ofdditj the
correlational data was essential to the calculation of later infdrstatestics.

Inferential Analyses

Research question one asks if there is a statistically significaetation between a
building principal’s EQ and student achievement. A student’'s SES, race/gthanncltgender
have all been shown to significantly impact academic achievement as measstaudardized
tests. When considering these factors to determine if a building princigai's &so correlated
with student achievement, it will be necessary to use a multiple regressitah iccording to
Gall et al. (2007) this type of model allows the researcher “to determinertieéation between
a criterion variable and a combination of two or more predictor variables” (p. 353). For
hypothesis one, a hierarchical multiple regression was used. The firsidtefed the total

percentage each of students of color, students receiving free and reduced lunchesmd perc
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female. The second step included the principals’ measured emotionalemiegligr EQ. For

each step theRvalue was calculated. This analysis produced a result explaining the amount of
variance in student achievement that can be explained by a principal’'s EQ whefiicgrior
student characteristics of SES, race/ethnicity, and gender.

Research hypotheses two, three, and four are similar to hypothesis ongeHowe
hypothesis one looks at the collective group of building principals; while questoexamines
the correlation between the principal’s EQ and student achievement at gr&dlesd 11
specifically. A hierarchical multiple regression model was used in thesimalydata for these
guestions as well. As with question one, this was done to determine the amount of variance i
student achievement that can be accounted for by the principal’'s EQ. Step onenalyiis a
began where analysis of hypothesis one ended. In other words, this step includeiablehasa
they are entered in question one. Step two included the variable of grade levegnahen.
This resulted in the use of two variables, one each for grades 5 and 8. Grade lilovasaefit
is the dummy code. The overall change fRs also calculated to see if there is a statistically
significant difference from the result of level one when grade leveldedhas a variable. Step
number three multiplied grade level by the principal’'s measured EQ forseparate grade
level. The difference betweerf i steps two and three was then calculated to determine the
amount of variance a principal’s EQ contributes to student achievement atwesch le

One further inferential tests was used, a T-test for independent sam@dsi&st for
independent samples was conducted to determine if there is a significant ddfeetween
student achievement scores between principals wbQss in either the upper or lower third of
principal EQ scores, 67-100" percentile and 0-33percentile respectively.

Conclusion
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Witziers et al. (2003) describe a method of educational research involving agci
effect or impact on school level factors, which they term as a “recipeffeats” model (p. 401).
This model is defined as one in which “relationships between the principal ane$eaftthe
school and its environment are interactive. This model implies that school ledaletscethe
organization in which they work, changing their thinking and behavior over time (pp. 401-402).”
The terminology used in Witziers et al. (2003) description of this type of redéanaiell with
the topic of emotional intelligence and the basis of the research conducted tadis s

The ability to monitor one’s own feelings, the feelings of others, and use this ati@mm
to guide rational and adaptive behavior are hallmarks of El theory (Bar-On, 1997ma@ple
2006; & Salovey & Mayer, 1997). As principals build relationships with their staffests,
parents and community members they not only “adapt” to the schools, they shapes thelin a
(Witziers et al., 2003, p. 402). Principals who are adept at the adaptation and shapsg proce
must have skills and knowledge related to broader systems processes than simplyattperial
aspects (Fullan, 2005). The methods outlined in chapter three were designed toaiétioh
regarding the principal characteristic of emotional intelligenceuasscae knowledge set; that
may distinguish some individuals from others, in regard to the school outcome of student
achievement in communication arts and mathematics. While these methods may edttoe us
infer causation, they may shed light onto an important manner in which principals nepgef

the schools in which they work.
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CHAPTER 4
RESULTS

In order to determine the effect, if any, that a building level principatid €motional
intelligence score has on student achievement in Communication Arts and Matheseaeral
statistical tests were conducted on the data collected from the sample.dnapter two main
areas of emphasis will be covered. First a detailed description of thedimale for this study
will be provided. Secondly, and most important, the results of several statissitsatonducted
on the sample data will be delivered. Through these two sets of informationtilie oéthe
research hypotheses presented in chapter 3 were discovered.

This study employed the use of two different statistical tests, Hcaldinear
regression and the T-test. The majority of this study is centered arowngktb€&hierarchical
linear regression as defined in previous chapters. Using this statisticaétesal models were
created and tested in research hypotheses one through four, as welhadsk T-test was
employed to determine if there was a statistically significaneidiffce between the test scores of
students who had a principal in the top or bottom third of study participants. The top and bottom
third were determined based on total emotional intelligence scores. With §&attidipants
this meant that the top third included the six principals with the highest total enhotiona
intelligence score and the bottom third included the six principals with the [tat@lstmotional
intelligence scores. Results of these statistical models/testéadgeaall, but statistically
significant findings.

Not only were the findings of the conducted tests statistically signifideey also
provide additional empirical evidence to the current body of educational rededtubk.election

year, education is one of the leading issues being discussed. The Missslaiuegis currently
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debating House Bill 156, which would tie teacher and administrator evaluatiadénst
performance in the form of achievement test scores. Political discussibe issue of student
achievement provides an impetus for quantifying and understanding factorspghet student
achievement. More significantly however, the need for continued empiricalalessafactors
that impact student achievement is driven by the importance of providing all stuitbrds
high-quality educational experience. This study was designed to informathenlpof pre-
service school leaders and the practice of those individuals currently in scu®yklEp roles.
Chapter four will provide empirical data relating to the findings of this studgdition to
providing empirical evidence useful to the practice of aspiring and current ietatétaders.
Description of the Sample

The sample size included 18 building level principals and their corresponding stadents i
grades 5, 8, or 11. While only 18 building principals were used in this study, these 18 principals
represent a total of 4,251 student scores in Communication Arts and Mathematicsrahesithe
MAP (Missouri Assessment Program) or EOC (End of Course) exams. Detatzgptiens of
the principal and student samples are provided in this section for two important r€asernhe
descriptive data provided an overall picture of the demographic make-up of theashplg.s
This is useful in determining the type of population that the study data may be gabérdbz
Gall et. al (2007) take great care to mention that results of a study should [#igethén a
larger population with care (p. 389). In order to help the reader accurately detérenine t
population to which these study results can be generalized it is imperative to heare a ¢
understanding of the population from which the results were derived. The second reason why
detailed description of the study sample is important is because it outlined thateatat was

used as the basis for further statistical analysis. By understanding tbgrdphics and
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foundational data presented within the study sample, the reader gains a betstandithg of
what the study results ultimately may or may not reveal.
Building Principals

As mentioned previously, this study included 18 building principals. The principals were
derived from a sampling frame that included 113 building principals in nine schoattdiftom
the metropolitan area of two large mid-western cities. These schooltdistere chosen because
they represented a diverse range of student ethnicities and socio-econtkgrolads. Of the
113 building principals that were invited to participate in the study, 32 responded with @mplet
informed consent forms and demographic data sheets. From these 32 responsespals fitinci
the criteria for building principals in this study. The two determinintga were for a principal
to represent a building in which they had students in either grade(s) 5, 8, or 11, and to have been
principal within that building for at least three years. Of the 25 respondents winesgt two
criteria, 18 ultimately completed the study. Study completion was detlrbinparticipants
who took the Mayer-Salovey-Caruso Emotional Intelligence Test (MSCEIT).

The 18 building principals who met the criteria for and completed the study mepaese
fairly diverse demographic. Of the 18 participants, six were male angetwelre female. Years
of administrative experience and experience within their respective schotisfsample
ranged from 3 years to 21 or more. The level of education for these principals eddondely,
with principals representing education from the Master’s to Doctoratd. Lieigealso important
to note that there were 15 elementary/middle schools represented and 3 high schools. More

detailed information on each of these demographic areas can be found in table 1.
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Table 1

Principal demographics

Gender

School Level Level of Education

N  Percent of Sample

Male 6 33.33%
Female 12 66.66%
Total 18

30T

N Percent of Sample
Elementary/Middlel5

83.33% Masters 1 5.56%
High School 3 16.67% Masters + 1 5.56%
18 Specialist 3 16.67%
Specialist+ 5 27.78%
PhD/EdD 8 44.44%
Total 18

Years of Administrative Experience

Years as Building Principal

N  Percent of Sample

3to5 2 11.11%
6108 3 16.67%
9to11 4 22.22%
12t020 7 38.89%
21+ 2 11.11%

N Percent of Sample

3to5 10 55.56%
6108 4 22.22%
9to 11 2 11.11%
12 to 20 2 11.11%

21+

N Percent of Sample



Principal scores on the MSCEIT are delivered in each of the four branches afrexhoti
intelligence as proposed by Salovey and Mayer (1997). However, for this sisithyeit
principals’ total emotional intelligence score that is of interest. TrEnMSCEIT score for this
sample was 96.78, with the median score being 97.05 and the standard deviation of scores being
.19. This information can also be found below in table 2, with an additional breakdown of scores
by building level. The descriptive statistics for the whole group provide a much mbeg uni
picture of the data than that which is gathered from an examination of the data \sHeoken
down by building level.
Table 2

Building principal total MSCEIT scores

Total MSCEIT Scores Total MSCEIT Scores by Building Level

Mean 96.78480564 Elementary/Middle SchoolHigh School
Median 97.05503681 Mean 100.20 79.70
St. Deviation 0.191082297 Median 93.36 78.52

St. Deviation 16.44 2.50

Student Sample

The student sample in this study was derived from the students in each of the 18 building
principal’s schools. These students are in either grades 5, 8, or 11. Students in grades 5 and 8
completed the MAP test in both Communication Arts and Mathematics, while the stimdents
grade 11 completed the EOC for Communication Arts and Mathematics. In grade 11
Communication Arts represents English Il and Mathematics represeirall. The student

sample reflects a wide range of ethnicities and socio-economic backgrounds
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At the elementary/middle school level there were 1328 students who completed the

Communication Arts MAP test and 1327 that completed the Mathematics MAP tdst. Agh

school level there were a total of 1010 students completing the EOC for Commnourniads

and 585 completing the EOC for Mathematics. Tables 3 and 4 below provide a complete

demographic profile of the students completing each of these exams.

Table 3

Student MAP demographic data

Communication Arts Mathematics
N Percent of N Percent of

Sample Sample
Male 713 53.68% Male 717 53.57%
Female 615 46.31% Female 610 45.96%
White 621 46.76% White 615 46.34%
Black 664 50.00% Black 667 50.26%
Asian/Pacific Islander 0 0% Asian/Pacific Islander 0 0%
Hispanic 35 2.63% Hispanic 37 2.78%
Native American 8 >1% Native American 8 >1%

Free and Reduced 624 46.98%

Free and Reduced 621 46.79%
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Lunch (SES) Lunch (SES)

Total 1328 Total 1327

Table 4

Student EOC demographic data

Communication Arts Mathematics
Male 532 52.67% Male 316 53.92%
Female 478  47.33% Female 270 46.08%
White 414  40.99% White 349  59.56%
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Black 488  48.32% Black 141 24.06%

Asian/Pacific Islander 22 2.18% Asian/Pacific Islander 24 4.10%
Hispanic 86 8.51% Hispanic 72 12.29%
Free and Reduced Lunch Free and Reduced

(SES) 595 58.91%  Lunch (SES) 270  46.08%
Total 1010 Total 586

Research Hypotheses Results
In this study five research hypotheses were outlined in chapter threes©btignal
five hypotheses, three were run as originally outlined. In the followirtgpeethe original
research hypotheses will be presented, along with the results of thiecatagsts that were
conducted and any modifications made to the hypotheses. In addition to the origiaadires
hypotheses another regression model was conducted. The additional model was useful in
detecting an effect for principal MSCEIT scores in the sample as a watbler than in the

originally proposed parts. This portion of the chapter represents the main focustofithe

H, Statistical Test and Results

Research hypothesis Mas stated as: a significant* correlation does exist between a pk-
12 building principal’'s Emotional Intelligence as measured by the Mayer-§altamiso
Emotional Intelligence Test (MSCEIT) and student achievement as me:&suttee Missouri

Assessment Program (MAP) and End of Course (EOC) exam for communicatiancarts
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mathematics in grades 5, 8, and 11; when factors of SES, race/ethnicity, and geheakt a
constant.

*Correlations will be considered significant at the .05 level.

In order to test this hypothesis, a hierarchical linear regression moslebed. The total
emotional intelligence score for each of the 18 building principals was enteygdernegression
model as the predictor variable. In this model principal MSCEIT score, stgidetd level,
gender, ethnicity, and socioeconomic status were held constant. Four of theseidivies were
held constant due to the unique correlations each of the variables hold with student asttievem
By holding these variables constant in the regression model, it can be better detarhatef
any, effect a principal’s total emotional intelligence has on student acieene

The first regression model tested looked specifically at the communicasdvi/aP
scores for students in grades 5 and 8. According to the results of this regressibeffacidsze
for this model ranged from an R-square of .000 to .287. In other words, this model accounted for
roughly 0% to 29% of the variance in a student’'s communication arts MAP scae Hoer
predictors of gender, MSCEIT score, SES, grade, and race/ethnicitgmtered one by one,
with the R-square increasing as each new predictor was added. A detailed breakdown of
predictors and the increase in R-square can be seen in table 5. It was proposedtthtited
connections between the model of emotional intelligence proposed by Salovey amd198yg
and various definitions of transformational leadership; a significant effadtvibe found
between principal MSCEIT scores and student achievement (Fullan, 2008; Gi2€lkég
Goleman, 2006; Hartley, 2004; Leithwood & Beatty, 2009; Moore, 2009). Figure 2 provides a
graphic representation of this model and proposed effect.

Figure 3
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Appraisal * Knowing the

and school community
SICEHELEY o "Situational
of Emotion Awareness"

Regulation WRAALLEIY
of Emotion e Agency

¢ Influencing school
Utilization culture

of Emotion e "developing
people"

The relationship between emotional intelligence, transformational leadership, and student
achievement.
Bandura (2010); Deci & Ryan (2008); Hallinger & Leithwood (1998); Leithwood é&tigea
(2009); Leithwood, Harris, & Hopkins (2008); Marzano (2007); Salovey & Mayer (2007)
Figure 3 presents a model that demonstrates the connection between elements of
transformational leadership, emotional intelligence, and student achievdiersimall circles
represent the three branches of emotional intelligence proposed by Salovey and19ay);
while the bulleted information to the far right describe important elementansfdgrmational
leadership. It was originally proposed that emotional intelligence mighiologlit of as an
encompassing term for the elements of transformational leadership teathtavn to have
statistically significant effects on student achievement. The resutie AP Communication

Arts regression model show that this may not be a model in which direct effects lfirgbui

principal’s emotional intelligence may be detected.
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Table 5

R-square results for the communication arts MAP model runin H

Variables Entered R R’Increase
MSCEIT Score .000
MSCEIT Score, Grade* .066.066
MSCEIT Score, Grade, SES* .208142
MSCEIT Score, Grade, SES, Race/Ethnicity* .28072

MSCEIT Score, Grade, SES, Race/Ethnicity, Gende?90 .001

* Statistically significant at P < .05

As the results listed in Table 5 clearly show, principal MSCEIT score hadeub ef
student achievement. Rather, previously known characteristics such agyetimd@ocio-
economic status had much greater effect on student achievement. In fact, wraatatiles
other than MSCEIT score were entered into this model, almost a full third of theceaira
student MAP score could be explained. Using the data gathered from this oegnesdel,
research hypothesis,ldan be rejected.

Further rejection of His supported by an examination of the standardized coefficients,
beta B), for each variable entered into the five models. In each of the five modelsritipadis
total MSCEIT score hadB of >.038. This indicates that the MSCEIT score had very little

strength of correlation with student performance on the communication MAP .dodiad, in
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models four and five, which had the highest effect size on student scores; M&CGEIhad a
small and negative correlation with student achievement. Detailed infommatithe effect size

for each model and thgfor each variable within a given model can be found in table 6.
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Table 6

R, adjusted R and standardized coefficients (beta) for MAP communication arts scorgs in H

Models R Adjusted R Variables Beta
Model 1 .000 .000 MSCEIT Score .019
Model 2* .066 .064 MSCEIT Score .061*
Grade .259*
Model 3* .208 .206 MSCEIT Score .038
Grade 272*
SES -.378*
Model 4* .280 278 MSCEIT Score -.035
Grade .341*
SES -.192*
Race/Ethnicity -.349*
Model 5* .290 .287 MSCEIT Score -.036
Grade .338*
SES -.191*
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Race/Ethnicity -.349*

Gender -.099*

* Statistically significant at the P <05 level

While data from the communication arts MAP model support rejection of H1 it is
important to look at all elements of the hypothesis, which includes the communicti&O&r,
along with mathematics in both the MAP and EOC assessments. The resultsrfurdéisvhen
conducted using the mathematics MAP scores differed slightly, but were rmgsatatistically
significant. Using the same predictors as the communication arts MAP niedBLdquare
value for mathematics ranged from .001 to .358. As predictors were added, the building
principal’s total MSCEIT score accounted for a relatively constant amouwmariahce within the
model. However, in each of the sets of predictors, the principal’s total MSC&id \was never
statistically significant at the p < .05 level. As stated previously, this lemi®# to the
rejection of H1. Tables 7 and 8 below provide detailed information from the matheMafs

model.

Table 7

R-square results for the mathematics MAP model runin H

Variables Entered R R°Increase

MSCEIT Score .001
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MSCEIT Score, Grade 141141*
MSCEIT Score, Grade, SES .286145*
MSCEIT Score, Grade, SES, Race/Ethnicity 3587 2*
MSCEIT Score, Grade, SES, Race/Ethnicity, Gendgs8 .000*

* Statistically significant at P<05

Table 8

R, adjusted R and standardized coefficients (beta) for mathematics MAR in H

Models R Adjusted B Variables Beta
Model 1 .001 .000 MSCEIT Score -.024
Model 2 141 .140 MSCEIT Score .035

Grade .380*
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Model 3 .286 .284 MSCEIT Score .009

Grade .386*
SES -.382*
Model 4 .358 .356 MSCEIT Score -.061*
Grade 462*
SES -.195*
Race/Ethnicity -.347*
Model 5 .358 .356 MSCEIT Score -.061*
Grade 462*
SES -.195*
Race/Ethnicity -.347*
Gender .005

* Statistically significant at P<05

Examination of the data revealed in tables 7 and 8 further support the rejection of H1.
While several of the models were statistically significant, the metdleltotal MSCEIT score

alone was not. Furthermore, the standardized coefficient for the principal’ ®#8CEIT score
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was statistically insignificant at the P < .05 level in three out of the fodgem. As with
communication arts MAP scores, variables such as gender, race and ethniciySahdtShave
well documented connections to student achievement produced much greater effexts in thi
model than did a principal’s MSCEIT score alone.

The models in H1 that used MAP scores support the rejection of this hypothesis.
However, it is important to examine the results of EOC scores in both communicegiandar
mathematics to determine if there is any information revealed that sufipsntsjection or may
in fact counter the MAP model evidence. The EOC models were conducted in exas#ynthe
manner as those done for both communication arts and mathematics using MAGrésst sc
Examination of the EOC communication arts data reveals a range in R-squar60d to .172.
While an examination of the EOC mathematics data reveals a R-squaré&oamg@5s5 to .148.
Each model for both communication arts and mathematics EOC scores were found to be
statistically significant at the P < .05 level. While each model was found tatis¢iclly
significant, an interesting piece of information was revealed when exaghe standard
coefficient (beta) for each predictor. The building principal’s total MSCE®Feswas not a
statistically significant predictor in any of the communication arts nspfek was a statistically
significant predictor in all of the mathemaitcs EOC models. Data collacig@xamined in this
study cannot support why this may be the case, but it is an interestinghm®eilieless. Details
on the statistical data gathered from each model in EOC communication arts andatiathe
can be found below in tables 9 through 11.

Table 9

R-square results for the communication arts and mathematics EOC models run in H
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Communication Arts Mathematics
Variables Entered R R R R
Increase Increase
MSCEIT Score .001 NA .055* NA
MSCEIT Score, SES 113 112 .109* .054
MSCEIT Score, SES, Race/Ethnicity .158* .045 .146* .037
MSCEIT Score, SES, Race/Ethnicity, Gendet72* .014 .148* .002

*Statistically significant at P_<05
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Table 10

R, adjusted R and standardized coefficients (beta) for communication arts EOG in H

Models R Adjusted R Variables Beta
Model 1 .001 .000 MSCEIT Score .027
Model 2* 113 11 MSCEIT Score .023

SES -.335*
Model 3* 158 .155 MSCEIT Score -.004
SES -.202*
Race/Ethnicity -.252*
Model 4* 172 .168 MSCEIT Score -.008
SES -.199*
Race/Ethnicity -.250*
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Gender -.118*
* Statistically significant at P< .05
Table 11
R?, adjusted R and standardized coefficients (beta) for mathematics EOG in H
Models R Adjusted B Variables Beta
Model 1* .055 .053 MSCEIT Score -.234*
Model 2* .109 .106 MSCEIT Score -.149*
SES -.248*
Model 3* .146 142 MSCEIT Score - 117*
SES -.175*
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Race/Ethnicity -.213*

Model 4* .148 142 MSCEIT Score -.116*
SES -.176*
Race/Ethnicity -.212*
Gender -.038*

* Statistically significant at P< .05

Arguably, the preponderance of data would state that H1 could be rejected. However, as
seen in table 11, mathematics EOC scores and principal MSCEIT scorestapyeeinked in a
small way. This model produced the smallest overall effect sizes in H1, but jiratiuced the
only effect size in which the building principal’s total MSCEIT score waatestally
significant predictor. Examination of mathematics EOC model one shows thatrttipadis
total MSCEIT score has a statistically significant effect déast .053 or 5.3 percent. This
information coupled with the B of between -.234 and -.116 demonstrates at leadtreegatale
relationship between the factors of MSCEIT score and mathematics B08S.s&s stated
earlier, the information in this study cannot support why this is the casejsaf importance to
note. In summation it can be determined that H1 can be partially rejectedid te@
connection between all MAP scores and building principal MSCEIT scores, asWEGEIT

scores and communication arts EOC scores. However, a valid and completeatlishiids
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cannot be made, due to the statistically significant link between building priM&@EIT
scores and mathematics EOC scores.
H, and H; Statistical Test and Results

Research hypotheses are as follows:Adsignificant* correlation does exist between an
elementary principal’s Emotional Intelligence as measured by therMNeayevey-Caruso
Emotional Intelligence Test (MSCEIT) and student achievement as me&gutiee Missouri
Assessment Program (MAP) for communication arts and mathematics whenexatgrade
5, in addition SES, race/ethnicity, and gender are held constant.

Hs: A significant* correlation does exist between a middle grades principalkdi@nal
Intelligence as measured by the Mayer-Salovey-Caruso Emotionéibenek Test (MSCEIT)
and student achievement as measured by the Missouri Assessment ProgRnigiMA
communication arts and mathematics when examined at grade 8, in addition SE®)mamty,
and gender are held constant.

*Correlations will be considered significant at the .05 level.

These two hypotheses were proposed separately. However, when looking at theosample
student data, it became clear that combining these two hypotheses into one woultidrerape
to run the data through the regression model. Both grade 5 and grade 8 students take the MA
test in Communication Arts and Mathematics. Therefore the scale scoreegichyestudents in
these grades reflects the same level of measurement, even though two déstseariet being
used. Combining these hypotheses also made a better fit due to the samplélsiadinwied
set of building principal data being used as a predictor of student achievemesitjiogrnoth
elementary and middle level principals into the same category provided rasletrgé predictor

data. This larger set of predictor data enhances the valid use of a hieraegriession model.
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By combining the two hypotheses, the new hypothesis should read as follows; H
modified: a significant* correlation does exist between a middle gradieslamentary
principal’s Emotional Intelligence as measured by the Mayer-SalGaeyso Emotional
Intelligence Test (MSCEIT) and student achievement as measured byssmulliAssessment
Program (MAP) for communication arts and mathematics when examineatlasg and 8,
when SES, race/ethnicity, and gender are held constant.

The results of the hierarchical regression test show that there is nostcatbti
significant connection between a building principal’s total emotional inéelig score and
student achievement on the MAP test in either communication arts or matheifaicesults
of the models examining these connections can be found in tables 5 through 8 as provided earlie
in this chapter. For both communication arts and mathematics MAP scores, fives medelun
with various predictors entered each time. For both MAP content areas, four of tmodieks
were statistically significant at the< .05 level. However, the one model in each content area
that was not significant was the one in which the principal’s total emotiondigetele score
was the only predictor. The other predictors of grade level, SES, ethnicity, and gendiér
known to have statistically significant connections with student achievesoergs. Knowing
that the predictors other than MSCEIT score have proven connections to studennasthieve
and that the MSCEIT scores did not show a connection in this model helps to supporioa reject
of the modified H hypothesis.

Taking a closer look at the data revealed through the communication arts and
mathematics MAP regression models is necessary to completelyHgjddte standardized
coefficient, betaB) for each of the predictors helps us better understand the nature of the

correlation between the predictors and our dependent variable of student achteVainles six
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and eight show how each of the predictor variables relate to the dependent vataiiethe
communication arts and mathematics models. It can be seen that predictbrsve/vould
expect to have a negative relationship with student achievement, such as SES oy, atbnicit
indeed have a negative relationship. These data also show that the variable of gaade has
positive relationship with achievement score. This is logical on the MAP scate thesfact
that as students progress in grade level, so does the scale for proficerepraficient 8
grader will score higher than a proficiefit §rader. Data that match previously known negative
or positive associations is valuable in determining the usefulnessBididta. Examination of
theB for MSCEIT score reveals that out of the ten models run for mathematics and
communication arts scores, only one is statistically significaRtai05, all the others are
statistically insignificant. This helps us understand that MSCEIT scow & valid predictor of
student achievement on the communication arts or mathematics MAP tests forsstudestes
5or8.

The modified H hypothesis can be rejected based on the data revealed in the regression
models conducted on MAP scores. Model data in which MSCEIT score was used as the sole
predictor showed no statistical significance. This was further supportée hipding that nine
out of the terB for MSCEIT score were statistically insignificant. Given these twogs of
information, the principal researcher can confidently reject H
H, Statistical Test and Results

Research hypothesis four was proposed and tested as follows: a signiforagitition
does exist between a secondary principal’s Emotional Intelligence asire@dy the Mayer-

Salovey-Caruso Emotional Intelligence Test (MSCEIT) and student aoeeves measured by
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the End of Course (EOC) exams for communication arts and mathematics when eéxamine
grade 11, when SES, race/ethnicity, and gender are held constant.

*Correlations will be considered significant at the .05 level.

This hypothesis was tested in exactly the same manner as the previougpbtbedes.
The building prinicpals’ total emotional intelligence scores were used asdtiietor variable
for student achievement in communication arts and mathematics. As with the previous
hypotheses, SES, race/ethnicity and gender were held constant due to their unitpteonsrre
with student achievement. Results of these regression models revealed atirigténeling that
confounds the ability to either completely accept or reject H

As discussed in H communication arts EOC scores show no connection with the
building principal’s total MSCEIT score. Three of the four models run on communicaison a
EOC scores were statistically significant. However, the one model ttthMBEEIT score as
the sole predictor was not statistically significant atRlz.05 level. Examination of thig for
MSCEIT score in each of the communication arts models also revealed thatslas wa
statistically insignificant predictor in each of the four models. Based omthrsnation alone,
one could reasonably expect to rejegt H

Complete rejection of Hs not possible however, due to other information also revealed
in the discussion of HHWhen looking at the connection between the building principal’s total
emotional intelligence score, also referred to here as MSCEIT score, #rehmtcs EOC
student scores; it is found that there is a statistically significant cooneEach of the four
models run between mathematics EOC scores and MSCEIT scores revatdsically
significant connection. Within these correlations, MSCEIT score alone aecdoiantjust over

5% of the variance in student EOC scores. While this is a small effect siar,ie considered
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significant when all other factors that could possibly impact student achievamedgaken into
account. This finding gathers further support when it is revealed that the ovedall msed here
accounts for 14.8 percent of the variance in student EOC scores. Of that 14.8 percent, only 9.3
percent of the variance is explained by variables other than MSCEIT scarsination of theB

for MSCEIT score in each of the models reveals a small to moderate negatneion with

EOC mathematics scores, indicating that as MSCEIT score rises, B@screases. This is
interesting, because it may seem more logical that as a buildingoatipossesses and exercises
more emotional intelligence, student scores would increase. Further datasasialgy would be
needed to determine why this is not the case.

Based on the results of the regression models used to evalutis kbt possible to
accurately reject or accept this hypothesis. However, two stateczenbe accurately made
based on the model data. One, a statistically significant connection betweeatirgbuil
principal’s total MSCEIT score and communication arts EOC scores doesstdiased on the
sample data. Two, a statistically significant connection between a buddmmgypal’s total
MSCEIT score and mathematics EOC scores does exist based on the samplartthatastudy
would need to be conducted to determine exactly why there is a significant commecti
mathematics, but not communication arts.

Hs Statistical Test and Results

Research hypothesis five was proposed and tested as follows: thereawill be
significant** difference between the communication arts and mathematiesvament scores of
students who have a principal with B score in the top third of study participants as compared
to students with principals who&&) score is in the bottom third of study participants.

**Differences will be considered significant at the .05 level.
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This hypothesis was designed to determine if there is a difference in stoliereaent
for students who have a principal with higher emotional intelligence and studentswel® ha
principal with lower emotional intelligence. It is important to note two itertisin this research
hypothesis. One, there is not a continuum of emotional intelligence being proposedemt work
from in this study. In other words, the terms high and low, as they relate to erhotiona
intelligence are not used to specify a principal’s amount of emotional getetie. Rather, high
refers to principals with total emotional intelligence scores in the top thstidy participants
and low refers to principals with total emotional intelligence scores in thenbthird of study
participants. Because the principal sample is not representative of alhbuyalthcipals, it must
be noted that high and low only refer to scores collected from this sample and noeplacem
along a scoring continuum. Secondly, the test used with this hypothesis is onheddsig
determine if there is a statistically significant difference betwtavo sets of data. The results of
this test should not be interpreted to mean that high or low emotional intelligence ort tifeapa
building principal causes student achievement to increase or decrease.

The test used with this hypothesis is a T-test. As mentioned in the previousphrag
this test is used to determine if there is a statistically significaierelifce between two sets of
data. Before this test could be conducted, each student's MAP or EOC score must becconvert
to a z-score. The z-score is used to convert scores to a common metric throughofhraesn
scores and standard deviations from the entire sample. In this case meaomesland
standard deviations were obtained from the 2011 MAP and EOC technical manuals (DESE
2011). Once the scale scores for students were converted to z-scores, tfoe trgspendent
samples could be conducted. The first step in interpreting the results of tinagestlook for

equality of variance. Using Levene'’s test of variance, it can be deterthiaean F of .932 with
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a significance of .338, means that the variance within the two groups (top-thirdAtbittdjrcan

be assumed to be equal (Runyon et al., 2000). This is important to note, as it helps us understand
the sample data used in this test. The resultiradue for this test was 8.853, with a significance

of .000. The significance is far below tRe< .05 level, thus allowing the principal researcher to
determine that there is indeed a statistically significant differerteesba the mean

communication arts and mathematics scores for students associated widng lpaincipal

having a total emotional intelligence score in the top or bottom third of study jpantsi

Table 12

Results of T-test forH

F  Significance t Significance (2 tailed)*

Levene’s Test .932 .338 8.853 .000
Equal Variances Assumed

N Top Third 1543

N Bottom Third 2153

*Results significant at the P < .05 level

Understanding that there is a statistically significant diffexrdretween the scores of
students associated with building principals whose scores fell in the top or botof study
participants is important for several reasons. One, even though causation cannotdukfiofa
this understanding, it does support the need for further research on what may havehsaused t
difference. Two, if the cause of this difference can be determined throulgérfresearch; this
result may be useful in enhancing the quality of education students receive @gpedative

schools. Three, although the hierarchical regression models used so far undghoshot
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conclusively support the assumption that a building principal’s total emotioabigaehce score
have a significant effect on student achievement; if such a connection could behisabi¢es$t
would be useful in helping to support the idea that higher El scores for building psrepalt
in higher achievement scores for students. As mentioned at the outset of thiagbarigs
information is speculative in nature and would need additional research to verifyualiys
What can be said with confidence in regard ¢agthat the data allows us to confidently accept
this hypothesis.
A New Regression Model

The results of the three regression models tested in hypothgdéssHand H
demonstrated no effect of principal MSCEIT score on student achievement in ethenmatics
or communication arts or by MAP or EOC. The model proposed in Figure 3 attempts to make a
connection between emotional intelligence and student achievement. In additixtensive
review of the extant literature would indicate two important elements. @méjcant effects on
student achievement can be drawn between the practices of transformatooéleaders and
student achievement (Denhim, 2007; Graczewksi et al., 2009; Heck & Hallinger, 2009;
Leithwood & Jantzi, 2008; Leithwood & Mascall, 2008; Marzano, 2007; Tornsen, 2009). Two,
the descriptions of the transformational leadership practices that havecamgrefffects on
student achievement are similar to the definition of emotional intelligeziog used in this
study. This premise, as outlined in detail in chapter two, seemed logical tsitesa regression
model in which known variables that impact student achievement would be held constant. As can
be seen in the results of these research hypotheses, this did not appear to be the case.

While the originally proposed regression models did not reveal a signifi¢act ef

principal MSCEIT scores on student achievement, the researcher began to wthretenifas a
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mathematically sound method for increasing the sample size using the curaeBlydat
increasing the sample size it was hoped to be able to detect even a dmatdtjstecally
significant effect size. As originally proposed, student test scores on tReaid EOC would
be used. Both the MAP and EOC produce a student scale score. Using these scotesyoeese
challenges in the use of a regression model. One, the MAP scale scor@isocntn other
words, a student in a higher grade should logically score higher than a studenten graule.
Using MAP scores from"sand &' grades meant that the older students would almost
automatically score higher than the younger students. This is why gradelaexksas a constant
in the models as tested. Two, the scale for the MAP test and EOC test are antehmdact
they vary quite a bit. A scale score of 700 8rgBade communication arts would be quite good,
while a scale score of 200 on the English Il EOC would be a very high score. Even theegh the
two tests represent a similar level of measurement, they do not representd¢lscake. For this
reason, one could not reasonably say that a score of 700 on the MAP is over three times highe
than the score of 200 on the EOC.

In order to overcome the challenge of conflicting measurement scalas determined
that each student scale score could be converted to a z-score as dorieunyidn et al. (2007)
state that this is useful; “because z-scores represent abstract naslognsosed to the concrete
values of the original scores, ... we may compare an individual’s position on one vaitable
his or her position on a different variable (p. 118).” In other words, converting MAP and EOC
scale scores to z-scores allows for them to be compared directly. By bkeing directly
compare all student scale scores regardless of the MAP/EOC scatnsqiseviously

mentioned, the sample size automatically increased from that of the studentsmylteted
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individual exams, to that of all students in the sample. Increasing the sareieeseby
increases the chance of detecting a small, yet statistiogiflifisant effect.

With all student scale scores converted to z-scores a new regression nededated
that was identical to the model used in Hhis new model was given the label of &hd reads
as follows: a significant* correlation does exist between a pk-12 buildinggmaliscEmotional
Intelligence as measured by the Mayer-Salovey-Caruso Emotionéigenek Test (MSCEIT)
and student achievement as measured by the Missouri Assessment ProgRnafelAnd of
Course (EOC) exam for communication arts and mathematics in grades 5, 8, and 11; when
factors of SES, race/ethnicity, and gender are held constant.

*Correlations will be considered significant at the .05 level.

While Hsreads identical to H the variables used and method for which they were
entered varied slightly. Variables used in this model included gender, racatgttsoicio-
economic status, MSCEIT score, and content. In this model a content code for comaowunicat
arts/mathematics was substituted for grade level. The content code i@scafdmunication
arts and 1 for mathematics. This regression model was run with communicati@oeessfer
the first four variables. As a result, the final regression model with the contsshows the R-
square for mathematics and not communication arts. In this final result it caarbhat the
content area of mathematics does not contribute to any of the variation in studergraehte
scores.

Interpreting the data from this model, it is revealed that with a samaplefs4,251
student scores, the single predictor of building principal MSCEIT score hateeainoéf.010.
This means that the MSCEIT score accounts for 1% of the variance in a studeiet/®ment in

communication arts. As the subsequent variables are entered, the R-square \edgedriora
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maximum of .210 or 21% of variance by the time all variables are entered-JdueaRe value

and increase with each entered variable can be found below in table 13.

Table 13

R-square results for the communication arts MAP model runsin H

Variables Entered R R’Increase
MSCEIT Score .010* NA
MSCEIT Score, Gender .014*004
MSCEIT Score, Gender, SES 1531139
MSCEIT Score, Grade, SES, Race/Ethnicity 2157

MSCEIT Score, Gender, SES, Race/Ethnicity, Contept0* .000

* Statistically significant at the P <05 level

While principal total MSCEIT score only accounts for 1% of the variance inrgtude
communication arts and mathematics scores on either the MAP or EOC, uhissrsatistically
significant at they < .000level. This result exceeds tpe< .05stated in the hypothesiBurther
examination of the standardized coefficient, {Ba as it relates to principal MSCEIT score in
each of the five models in/Hreveals further support for this finding. TBdéor MSCEIT score
in each of the five models ranges from .069 in model five, to .102 in model one. While these
coefficients reveal small correlations, they are each signifataihiep < .000level, which is far

less than thg < .05level called for in the hypothesis. Each of these coefficients are alsweosit
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in nature, indicating that as the principal’s total MSCEIT score incresse®es student
achievement. Details of the effect size for each model, along with the staedacdefficients
are located in table 14 below. While the effect size is small, there isstich#lii significant

effect, which allows the principal researcher to accept H

134



Table 14

R, adjusted R and standardized coefficients (beta) far H

Models R Adjusted R Variables Beta
Model 1* .010 .010 MSCEIT Score .102*
Model 2* ..014 .014 MSCEIT Score .099*

Gender -.063*
Model 3* 153 152 MSCEIT Score .076*
Gender -.059*
SES -.373*
Model 4* 210 .209 MSCEIT Score .070*
Grade -.059*
SES -.224*
Race/Ethnicity -.282*
Model 5* 210 .209 MSCEIT Score .069*
Grade -.059*
SES -.224*
Race/Ethnicity -.281*
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Content -.015

* Statistically significant at the P <000 level

Summary of Results

In chapter three there were six research hypotheses presented. @jitia fore, three
were conducted as proposed, two were combined into one, and one was eliminated based on
extenuating information. The results of the statistical tests conductegicfohgpothesis
revealed interesting information regarding the researcher’s proposed contativeen
emotional intelligence and student achievement. There were two connecteditgarticular
interest that stood out in the research. One, the lack of a clear connection lzebuédimg
principal’s emotional intelligence and student achievement. A second iternest that is
closely connected to the first is the existence of confounding evidence that ddésanfiiraa
complete rejection for some of the research hypotheses, or contradictsdherrgjecertain
hypotheses. These items will be discussed briefly in the following pategaapl then in greater
detail in chapter five.

In research hypothesis lfour different regression models were conducted. In three out
of the four models, no statistically significant effect was found between trterigugdrincipal’s
total MSCEIT score and student achievement. These models involved scores famecetion
arts and mathematics on the MAP test, and communication arts on the EOC exantisbrlEng
Given these results it would have seemed logical to rejedtidivever, mathematics EOC
scores and MSCEIT scores were found to have a statistically signifaaefation. In fact,
MSCEIT score alone accounted for 5.5% of the variance in student test scores wdilis m

While a preponderance of evidence would support rejection thfisgicannot be done based on
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the evidence. Hypothesis,fboked exclusively at communication arts and mathematics EOC
scores. Based on the previously discussed information showing no significaratmorrel
between communication arts EOC and MSCEIT scores, but a significant conréletiveen
mathematics EOC and MSCEIT scoreg;ddnnot be confidently rejected or accepted.

Research hypotheses kidiies Hs, and H were each able to be confidently
rejected/accepted based on the results of the statistical tests rurhfof gem. H was written
to examine the connection between MAP communication arts/mathematics acdnerincipal
MSCEIT scores for total emotional intelligence. The regression modedsicienal for each of
these tests showed no significant correlation between these variablegréhaliefving the
researcher to rejectlHodiies Hs Was written to determine if there was a significant difference in
the mean student scores in both communication arts and mathematics on the MAP and EOC
between students associated with principals whose total El scores feltap threbottom third
of study participants. Results of this test show that there is indeed tcsiiétisignificant
difference between these group meanswHs the final hypothesis proposed in the study and
was identical to Kl While these two hypotheses were identical, they were tested with different
regression models and produced different results, liolt different regression models were
used to examine the correlation between student achievement and principal emotional
intelligence. In H only one regression model was used to test the same correlation. By
increasing the sample size, this new regression model was able to deteltt lrusistatistically
significant effect of principal emotional intelligence on student achiemém

Conclusion
As mentioned several times throughout this chapter, there are confoundingfresult

several of the statistical tests; either within a single hypothebistareen hypotheses. Due to

137



these confounding elements, the researcher would offer two suggestions. One, confounding
information should be interpreted with caution. Two, while the preponderance of evidence points
to rejection of several hypotheses, further research is necessary moinkeiéthese research
hypotheses can indeed be rejected with confidence. The use of hierarchicaklmnession in

this study was chosen with the intent of producing statistically valid seSuMtile other methods

may have been pursued that would produce statistically valid results; hiexhlicieiar

regression is a sufficiently rigorous method to produce results that may felgdmmased to

infer causation rather than simple connection between variables.

While a statistical method was used that would reasonably allow for thenoéeof
causation through an R-square effect, results should still be interpreted wtitim c&tudent
achievement is impacted by many factors, and only several of thegdadiars were used as
variables in this study (Blase and Blase, 2004; Cooper et al., 2002; Dinham, 2004; DuFour and
Eaker, 2008; Leithwood & Mascall, 2008; Marzano, 2007). Furthermore, statistical methods a
only as good as the data upon which they are based. The data used in this study wt@ colle
from mid-sized to large school districts representing both urban and suburban stutleats i
large mid-western cities. While this data represented student populationthéserareas, it is
not necessarily representative of students on a national scale. Data colledteorabysis from a
broader sample of students and principals would be needed in order to accuratalyzgeoe
all students. In this case, study results may reasonably be genkttalizban/suburban students
in large mid-western cities. Given the broad nature of variables that impdehsachievement,
it is also important to interpret study results on the basis of the variablegetigaincluded in the
study. A student’s ethnicity, socio-economic status, and gender have each beaakgmpir

shown to have an effect on student achievement (Cooper et al., 2002; Marzano, 2007). However,
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there are other variables which effect student achievement. A broadeuspettariables
would provide a clearer picture of the factors which effect student achievement.

The broader spectrum of variables mentioned in the previous paragraph leads to the need
for further research in order to substantiate the acceptance or rejection setrehldnypothesis.
The statistical rigor of hierarchical linear regression was suffiéa the purposes of this
research study. However, in order to accommodate a wide range of variablegp#utstudent
achievement, more statistically rigorous research methods would need to bgezimplture
research would best be done using a hierarchical linear model. Using taishesethod would
allow the researcher to create a model in which multiple variables coulddxtitea manner
that produces a net direct effect on student achievement (Gall et al., 2007). Toieadsksonal
variables, along with an increase in the rigor of the statistical method usedJidravenues for
additional research. In summation, the results of this study can be consideratittsbeally
valid, but additional research is necessary to further substantiate the dinfliings study.

Student achievement is of great interest in our current educational environmemee@ihe
to quantify what a student has learned, or not learned, is at the heart of mudipse éd state
mandates (United States Congre¥S$#ssion, 2001; Top 10 by 20, 2012). However, accurately
guantifying student achievement cannot be accomplished without a complete undegsiindin
the factors that impact what students may or may not learn. Gall et al. (200§ tesen
“nesting” to describe how various student, school, family, community and many otloes fiztc
together to create the conditions in which students learn. In addition to understaedeciors
that impact student achievement, it is important to use assessments that patiduaned
reliable results (Runyon et al., 2000). Finally, understanding factors thattistpdent

achievement, and developing effective student assessments are necessaay @atisvof
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guantifying student achievement. However, it is the argument of this reseidvatihe
aforementioned items are of little concern if effective educational peaciire not undertaken by
teachers and administrators on a daily basis. The intent of this research e isnsall, yet
meaningful way; contribute to the knowledgebase a set of information that wilkte tas

school leaders in accomplishing this task. In chapter five, a detailed discoshis study’s

implications will be delivered.
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CHAPTER 5
IMPLICATIONS, LIMITATIONS, AND FUTURE RESEARCH
Introduction
“In leadership positions, almost 90 percent of the competencies necessapcésssare
social and emotional in nature” (Cherniss, 2000b, p. 434). Given such a profound statement, it
would seem reasonable that further examination of leaders might be warraotddrito
determine how social and emotional factors do indeed impact success in leadéesicirrént
educational climate of accountability is highly focused on the scores stueesiteeron
standardized achievement exams. In the case of the state of Missourguludgeter to how
students score on the Missouri Assessment Program (MAP) tests or End of CQ€3$e (E
exams. In fact Missouri’s guiding document for measuring school improvemeiR, 3/States
that a school must have; “demonstrated a significant change in student pertoowanc
multiple years.” The MSIP 5 document goes on to directly address standatdaeat s
achievement testing by outlining that each school produce standardized tésimeshich:
1. Student performance on assessments required by the MAP meets or excdats the s
standard or demonstrates improvement in performance over time. 2. The percent of

students tested on each required MAP assessment meets or exceedsdtendtate 3.
Growth data indicate that students meet or exceed growth expectations., @OESE

Regardless of how one may feel about the use of standardized assessments araf theius
results to inform decisions regarding education, the reality is that thef sgeelent assessment
data is inextricably linked to successful school evaluation and by proxy, sutexsgtiation of
those who lead these schools. It was the purpose of this study to examine ifatherdivect
link between the leader trait of emotional intelligence and the student outcotard#rdized

achievement test scores.
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Discussion and Implications

The previous four chapters have provided an introduction to the concepts examined in
this study, an empirical and theoretical basis on which these concepts are dyspedgic
methodology used in this study, and the statistical results of the data gathéisd in t
investigation. Each of these previous elements plays a unique role in developing the overa
construct that is being investigated. However, there is an important questiornbg answered;
why? Why are the results of this study useful?

In chapter four it was revealed that no statistically significanhection between three
areas of student assessment and building principal emotional intelligendéeaetermined.
However, in one area of student assessment, a significant effect of the buiicongabs
emotional intelligence on student achievement was discovered. Furthermotisfiaadhavalid
operation for increasing the overall sample size in the study, revealed gansajnificant
effect of the building principal’s emotional intelligence on student achieverdditional
detail on these findings can be found in table 15 below.

If most of the results in this study show no statistically significant cdimmethen why
exactly are the results of importance? There are several reasons wésulteof this study are
important to educators and the current body of education research. One, theosgadenstand
how and why students learn what they learn is ongoing. Information that lends an avswex
small one, to this question can be valuable. Two, as mentioned in the introduction to this chapte
guantifying student achievement is of great interest in our current educabobettc Three, in
the interest of providing students with the best of educational opportunities, continual
improvement in educational practices is required. For these reasons, tteeafkethis study

create slight, but important contributions to the field of education.
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Table 15

Effect size of building principal emotional intelligence (El) on student achievement

Hypothesis R-square Adjuste®-square Effect Size*
H/;3 Connection of EI with communication arts achievement in grades.G00 .000 0%
and 8.
H2/3 Connection of EI with mathematics achievement in grades 5 and 8. .001 .000 0%
H4 Connection of El with communication arts achievement in English . .001 .000 0%
H4 Connection of El with mathematics achievement in Algebra I. .055 .053 5.3%
H7 Connection of El with communication arts and mathematics .010 .010 1%

achievement in grades 5, 8, and 11; using z-scores.

All results are statistically significant at the P.€00 level.

*Amount of variance in student achievement scores that can be attributed to a building principaésatiahal intelligence score.



Student Learning

Heck and Hallinger (2009) found that the way building principals effect student
achievement are indirect. In mathematical terms, principal behavior s<mbb@qual student
achievement Y. Rather X + mediating variables = Y. It is the princip#lisence on these
mediating variables that creates student achievement. The use of wslieatiership practices
has been shown to impact student achievement (Leithwood & Mascall, 2008). Principaie that
actively engaged in the academic practices of the school have also been showntialkave s
populations with high levels of student achievement (Mackey et. al, 2006; Ylimaki, 2007). In
each of these two areas, collective leadership and engagement with theiagadeess, social
interaction with members of the school community can be implied.

Figure 4

Student
Achievement

(Y)

Principal Mediating

Behavior (X) Variables

The relationship between principal behavior(s) and student achievement

Cherniss (2000b) highlights the importance of “social and emotional competenties in t
workplace” (p. 433). Results from a range of empirical studies are cited chpser written by
Cherniss (2000b) that support the use of emotional intelligence training to incr&pkce
productiveness for those in management positions. The building principal fits vemtaéhe
category of management. While earlier discussions in this study highligsttithan the
principal’s role from that of management to that of instructional leader; thegal’s role fits in
the management realm of the workplace. Managers who underwent various traininpprogra
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that focused on social and emotional aspects, showed significant gains in ee@pqolduction,
staff interactions, and staff productivity. It stands to reason then, that buildingpalsnwith

strong emotional competencies should be able to have an impact on teachers in suab @ way
increase their productivity. In this study productivity was measured irs tefistudent
achievement.

When 4,251 student scores across 18 different schools were examined, the building
principal’s emotional intelligence accounted for 1% of the variance in stud@etvament
scores. While 1% is a relatively small number, the variance in student sco@ebatknicity,
gender, and socio-economic status only accounted for an additional 19%. This suttalvieen
taken into the larger picture represents an important finding. If 1% of studeeNemieint can be
directly connected to the single attribute of a building principal’s emotinteligence, and
empirical evidence exists that supports the use of training programsdaousereasing
managerial level emotional competencies; then the premise could be supponeith¢hzdls
with high emotional intelligence make good building leaders and that buildingdezmidd
become better at their job by increasing their emotional competenties(€s, 2000b; Mayer
et al., 2002).

Student Achievement and Continuous Improvement

The use of standardized assessment data is at the very heart of the mave towar
educational accountability. In this push, much debate has taken place over whetsaarthi
appropriate manner in which to determine what students have or have not learned. In fact,
constructivist theory would state “that knowledge is formed within thedeamd is brought to
the surface by a skilled teacher through processes of inquiry...” (p. 24). The dexnomsif

not only knowledge, but the ability to use knowledge to think and create, are not etesilyltes
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is the opinion of this researcher that standards are necessary, as would kearlbé2002), and
that testing these standards in a standardized manner is equally netéssaier, | draw the
line at stating the use of standardized assessment is superior to other mEmgcassessments.
Rather, various forms of assessment should function together to give us a pietateldt
academic achievement; or more importantly, give educators a bettstamtling of how to
guide a student’s learning. Regardless of where one falls on the continuum béevesa of
standardized or authentic assessments, or the use and applicability of testoegutie
instruction; gaining an understanding of student achievement is of value to edaodtors
students alike.

One may reasonably ask the question, what is the difference between stamhemy kend
student achievement? The difference may seem trivial, but contains importacaiiops for
the field of education. Student learning represents the knowledge and skiltsidieats have
gained through the course of a school’'s formal and informal curriculum, whilenstude
achievement represents a quantifiable gain or loss of learning (Marzano, 207)ng, as with
other abstract concepts, cannot be measured with definitive accuracy, but cantifiedjuath
a certain degree of accuracy through an achievement score.

It is unreasonable to expect perfection from students, teachers, princijmlgersrin the
educational community. However, it is not unreasonable to expect continued improvement. One
way to measure continued improvement is through the use of student achievement scores. The
MSIP 5 crosswalk states that “the department recommends that the rst@te cemmitted to its
work with the growth model pilot and to use the work of the pilot to inform decisions” (DESE,
2011, p. 15). The growth model gives schools credit for increases in student achieveiment te

scores. Study data suggests that there is indeed a connection between stumeameachand a
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principal’s emotional intelligence. Data from previously cited sources stgjtigt emotional
competency training benefits both workers and managers. As argued in the pseciousg
these two pieces of information combine to create the idea that a principatisreah
intelligence is indeed an important factor in raising student achievement.

When success in the classroom is defined in terms of competitive status withathers

a few students can be successful. However, when individual growth is theworitari

success, then all students can experience success regardless of themtomgtatus.

(Marzano, 2003)

The Leader in Me process that is an extensiorhef Seven Habits of Highly Effective
Peopleis used in many schools across the nation. One of the core tenants of this p@cess is
focus on continuous improvement. Principal of A.B. Combs elementary, Muriel Summiess, sta
that her school does “not collect data on anything except those things that agetialdjnment
with student achievement and improving the processes in our school” (Covey, 2008, p. 64). As
referenced earlier, perfection is not an achievable or realistic goakugoycontinuous
improvement is. Continuously striving to be better today than we were ygsiealhallmark of
successful schools.

Schools in which students are given the opportunity to set goals and measure their
progress toward those goals are schools in which the continuous improvement modelks at wor
Witziers et al. (2003) found strong connections between a building principal’s nstanpe
relationships with staff and students and student achievement. It could be reasaneguytizat
continuous improvement cannot take place in a school without positive relationships baveen t
principal and other school community members. This further aligns with the fouhbsaot
emotional intelligence; perception of emotion, facilitation of thought, understaadingons,

and managing emotions (Salovey & Mayer, 1997). Each of these four branches cartlye direc

connected to effective and healthy relationships.
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The four-branch model of emotional intelligence proposed by Salovey and Mayer (1997)
can be further tied to Marzano’s (2003) block quote on the previous page. This quote centers on
a student’s perception of how they are doing in school. Are they growing as a,studknthey
see little success because they are compared to others? Is this chilthgigpportunity to use
their academic information and their thoughts on this information to set measuaadbl
achievable goals? How is this child taught to appropriately celebratessuaied remediate
failure? Each of these questions directly relate to a branch of emotiaiiamce. Using the
model proposed in figure 5, it could be argued that principal emotional intelligence + the
mediating variable of effective relationships with teachers = studentvaameat. Figure five
uses a single color to represent the independent variable of building princip@ireinot
intelligence and a multi-colored array to represent the multiple independeities present in
the concept of effective principal/teacher relationships. The combinationsef¢béors is then
represented by a further in-depth color wheel, demonstrating that therstisiet diterplay
between independent variables and their impact on the dependent variable of student
achievement. The interplay between the independent variables is furtheeméguldsy a two-
way arrow. While this study did not test such a model, it did reveal that there is atcumne
between a building principal’s emotional intelligence and student achievemergbyhe
revealing that in some significant manner, emotional intelligence plags$iactiand unique role

in student achievement.
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Figure 5

the form of

with Teachers w

Proposed model linking principal emotional intelligence with continuous student improvement

Limitations

Results of this study were mixed. The principal researcher has ideritifieatibns to
this study that are likely the cause these mixed results. Limitatierdiszussed briefly in this
section and provide avenues for future research which is discussed in further depthguesubse
sections.

The research conducted in this study attempted to use a statistical modalsthat w
sufficiently rigorous to achieve two purposes. These purposes were to achisveatati
reliability and validity for the proposed connection between a building prireigalotional
intelligence and student achievement. Reliability as defined by Runyan20@0) is “the
extent to which a measurement procedure produces a consistent outcome”, andsvalidity
defined as “the extent to which a test measures what it purports to measure” {pp5)1.8oth
of these objectives were achieved in this study, but there are limitations tesdbarch as well.

Reliability in this study was achieved in two parts. The first part beinggbef
statistically reliable data. The three tests used in this studytikeiMayer-Salovey-Caruso

Emotional Intelligence Test (MSCEIT), the Missouri Assessment Pro@vexR), and End of
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Course exams (EOC). Each of these tests have been shown to have high levelsliby,raba
outlined in chapter three. The second way in which reliability was achievedinoagh the
sampling process. This study was designed to look at a population that accetdgmted
urban and suburban students. A sampling frame was used that included a wide raoge of ur
and suburban school principals. From the sampling frame, just over 100 principals wetk invi
to participate in this study. Of those principals who were invited, just 18 met tisrgacior
participation and actually completed the study. The selection proce&$yrgbdhered data from
a sample that was intended to be represented.

In regard to validity, a statistical method was used that had sufficientoigooduce
results that were not only accurate, but could be used as the basis for furtheh raseaction
within the educational community. As outlined in both chapters three and four, hiemhrchic
linear regression is a statistical method in which models are createtlttetamount of
variance between independent and dependent variables. In this study a building principal’s
emotional intelligence and student ethnicity, gender, and socio-econorag\ste
independent variables; while student achievement in communication arts and niatheera
dependent variables. Models tested using hierarchical linear regressateai@ show the
effect (R-square) of the independent variable(s) on the dependent variables) @ariables are
added. In chapter four, the effect of adding variables in each of the rebgpotheses can be
seen. By accounting for the amount of variance that each independent variable esrtiilhg
model, the researcher can better determine possible causation in the deperatdeat Uaing
such a rigorous statistical test therefore produces validity in the tessinidst

While both reliability and validity were achieved there are severaidimons to the

results of this study. In chapter one the G-Power program was used to deternppsopnate
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number of participants to determine a medium effect size. The result of tmgakan
revealed that at least 63 participants would be needed. With the 18 participantyfditetal
variables in the models, and an effect size of .01, G-Power calculations reag#he tresults of
the z-score manipulated model has a power of .056 (Faul, F., Erdfelder, E., L&QR&A.-
Buchner, A., 2007). This is a rather low power of predictability, but can be explaingda Wi
small sample of 18 participants, predictability would be expected to be low. Gke sample
size of 63 participants would therefore have had a greater power of predictAlsiitywith
only 1% of the variance in student achievement scores being explained by the\ariabl
principal emotional intelligence, one could reasonably expect the powemdoftplality to be
small. This is especially true when considering that 99% of the variationdergtscores is
obviously explained by some other variable.

A second limitation to this study also relates to the sample size. The gailityinf
study results are limited to schools with student populations that are similakgumto those
schools represented in the study. The 18 different schools examined in this gtadgnta
student population that is similar to many urban/suburban school districts in largestéin
cities. However, at only 18 participating schools, caution should be taken whenigegeral
results to all urban/suburban student populations. These results represent studerigestenid
settings. Pertinent social factors may cause urban/suburban studentsdmpakt coast, west
coast, or southern cities to differ in significant ways from those studentseateé in the study.
Sample size alone could also present other significant variables in genera#iitg. The
sample population was drawn from only two large mid-western cities. In erdeneralize
results to other mid-western student populations two factors would need to be changad. One,

overall increase in the sample size would need to be conducted. The original G-Power
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calculation called for a minimum of 63 participants. Some statistics t@kf®ica minimum of
32 participants, with an additional 18 participants per predictor variable (Gall 20@T). For
this particular study that would result in a minimum of 104 participants. Second, ta&ing t
sampling frame outside of the urban/suburban setting to include rural areas woaktlbd as
well. The two steps of increasing the sample size and including students froethoals
would greatly enhance to generalizability of study results.

Results of this study are mixed when looking at the predictability of a buildimgjgmal’s
emotional intelligence on student achievement scores. When tested in some inexceis,ro
significant effect; and when tested in other models there is a smaligydicant effect. The
limitations indicated previously are most likely significant factors imtireed results that were
revealed upon completion of the statistical analysis of the study data. Addréesstudy
limitations would allow for a more complete and accurate determination of Wvaay, effect a
building principal’s total emotional intelligence score has on student achiaventhe areas of
communication arts and mathematics. Addressing these limitations also prexedess for
future research, which will be discussed in the following section.

Recommendations for Future Research

As discussed previously, the statistical method used in this study is considered to be
fairly rigorous and is widely used in this type of research. With this being $kett@re are still
additional avenues for research that would answer important questions reldti@gaoanection
between emotional intelligence and student achievement. In this study oeetméithe
variation in student achievement scores can be explained by the building prancits!’

emotional intelligence. This finding also merits further research dslwetgard to future
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research; the use of even more statistically rigorous research mathogeded in order to fully
investigate the connection between a principal characteristic and a stutbeme.
New models

Gall et al. (2007) states that “hierarchical linear modeling is becomingasiogly
accepted as the best statistical approach for understanding and quantistivedying” the
effects of multiple independent variables on a dependent variable (p. 362). In this stedy the
were several independent variables which included a student’s race/etheictgr,gsocio-
economic background, and grade level. Each of these variables are known to have connections
with student achievement (Lambert et al., 2002; Leithwood & Duke, 1998; Marzano et al., 2001,
NCES, 2009; Southworth, 2009; Witziers et al., 2003). While each of these variables have
known connections with student achievement, it can be rationally argued that intethay of
these and many other variables, that truly produces the end result of student aaftieem
hierarchical linear regression model such as the one used in this study can pradiscéha¢s
help researchers understand if a causal connection exists between the independeendedtde
variables. However, this type of statistical test cannot explain how an @ffaats.

Figure four on page 139 provides a model for how the principal characteristic of
emotional intelligence (independent variable) may impact student achietvéapendent
variable). In this model, a principal’s emotional intelligence combined with treglizariables,
produced the end result of student achievement. In this study there were omhethating
variables being considered, and each of these variables are known to impact student
achievement. Future research should move beyond known variables and look for paths through

which known and unknown variables may link a building principal’'s emotional intelligerice w
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student achievement. This type of research must move beyond the direct effe¢tsvande
proposed in figure five.

Figure six presents several possible avenues for future research usirggdahshlual
linear modeling approach. In these models, the idea is presented that a (sieonodional
intelligence has an impact of teacher level factors, school level faatdrsiuwdent factors before
it reaches the student outcome of standardized achievement scores. This modeld$rden
Southworth’s (2009) premise that effective principles have multiple areas dfaie indirect
influence, but that they focus most on the areas of indirect influence. Areas suathas te
efficacy and organizational commitment can be influenced both directly anddthgtias can
school level factors such as the culture and climate of a school.

While many models of proposed connections could be created and therefore tested, there
are three models presented. Each of these models is represented by a diffareshboaw,
green, blue, or red. In the green model it is proposed that the impact of a building psincipal
emotional intelligence on student achievement would be mediated by teacherdamd lstvel
factors. The blue model indicates that a building principal’'s emotional ieteon student
achievement would be mediated by school and student level factors. The red model i$ the mos
involved and looks at both direct and reciprocal effects of different variables. redtiheodel it
is proposed that the building principal’s emotional intelligence is mediateddmypaocal effect
between school level and teacher level factors before being further rddajyagident level
factors. A review of extant literature as provided in chapter two suppoh®étdese models as
legitimate avenues for future research, as do the results of the presgnt stud

Multiple studies have been conducted in which emotional intelligence and

transformational leadership have been shown to be significantly correlaidurtod, 2007 &
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Moore, 2009). Furthermore, there is a body of research that indicates a directMiekrbet
transformational leadership practices and teacher efficacy (Hipp, 129&s M Printy, 2003).
While teacher quality is not solely based on a teacher’s level of effitectwd do go hand in
hand. Dinham (2007) found that 30% of student achievement can be attributed to teacher level
factors. These multiple avenues of empirical research findings providenkgytto the idea that
a building principal’s emotional intelligence may indeed impact teacherfisters, which are
known to impact student achievement. This evidence directly impacts the proposedageben m
Evidence also exists that would support the proposed blue model. Leithwood (2007) and
Schoo (2008) found evidence that shared decision making was one of the strongest indicators of
effective educational leaders. Denessen et al. (2006) conducted a studghnramsformational
leadership practices of education leaders were found to have a strong connehtteacher’s
organizational commitment. Additionally, Marzano (2005) found that a principal’deftor
work on the culture of a school had a significant correlation with student achievenventliz
impact that transformational leadership acts, such as shared decisiog,rhakie on a school’s
culture and climate; it stands to reason that school level factors affaytimdte level of
mediation between a principal’s emotional intelligence and student achieveme
The third model (red model) for proposed future research combines elements ofthe gree
and blue models. This model also most heavily necessitates the use of HLM asdtieastest
most appropriately suited to investigate the proposed connection. In this mogebpased that
the building principal’s emotional intelligence influences teacher and sehadlifactors.
However, this influence is placed on these factors individually and collgctiMetse factors in
turn impact student factors. The meshing of various factors (or variableenext by Gall et al.

(2007) as the “nesting” effect (p. 361). In this effect, one set of variables cannotdmtesk
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from another set without some impact on the both. Variables that fit this descrigtion ar
inextricably linked to each other in a significant manner. Logic would ditttatebuilding
principals do indeed have impact on teacher efficacy and a school’s culitoaéédin ways that
are directly connected to each other. Research cited in support of both the green amdliélsie m
would support this connection as well.

One finding of this present study is that there is a statistically signifeffect of the
building principal’s emotional intelligence score when looking at mathematits ot
communication arts. Figure five below summarizes the results relatihig tonding. In this
figure it can be seen that the correlation (R), R-square, and adjusted B-aquigientical. In the
model without a content code, there is no independent variable for either mathematics or
communication arts. However, in the model with a content code, a multiplier of zesedigor
communication arts. This results in this particular model showing the effecatbematics
alone. Because there is no increase in the results, it can be inferred thatdipal{giemotional
intelligence score has no effect in the area of communication arts. Thedetl proposes that
the building principal has a direct effect on school and teacher level variablel,imvturn have
reciprocal effects upon each other. A careful examination of these vanadyazveal why it
was found in this study, that the building principal’s total emotional intelligerore sbowed a
statistically significant effect on the area of student mathematiee\eement and not on student

achievement in communication arts.
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Table 16

Effect of building principal total emotional intelligence score on mathematics and
communication arts achievement

Model R R-square Adjusted R-Square
Z-Score model 458 .210 .209
without content

code
Z- Score model 458 .210 .209

with content code
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Figure 6Proposednodels for the connection between building principal emotional intelligence and student achieveme
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Additional Areas for Research

In addition to the models proposed as avenues for further research there are other
elements that would add further information to this current study. Furthermoee atie@s may
help answer the question of why building principal emotional intelligence acdoiont®.5% of
the variance in student achievement in Algebra [, but not in English I. This study was
guantitative in nature with further study along these lines being proposed. Howeudy, flesh
out the connection between student achievement and a building principal’s emotional
intelligence, alternate research methods are recommended.

The red model proposed in the previous section (see figure six on page 153) alludes to the
direct, indirect, and reciprocal effects found between a building principal asdtbel
community (Southworth, 2009). While these connections can be tested and quantified through
the use of multiple measures, there is information within this model that cannot hé&eglant
Using a mixed-methods approach in which both quantitative and qualitative methods are
employed is a valuable avenue for further research. In fact, Gall 20@¥)( make the case that
this type of methodology “can provide richer insights” into a topic than either metigydalone
(p- 34).

As mentioned earlier, the potential to expand on quantified data, or collect dateethat
not quantifiable is wide open in the red model. Focus groups, individual interviews, ano-face-t
face follow-up meetings to surveys or tests each provide the potential tolaalblea
information the proposed models. One set of information that was not gathered in #m$ pres
study was demographic data on the building principal’s race and ethnicity i@4gli@rch on the
MSCEIT reveals no significant differences in measured emotional getelle between racial or

ethnic groups in the norm sample, it is possible that there is other important inforradteon t
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gained by having gathered this particular piece of demographic data fronpattidipants

(Mayer, Salovey, & Caruso, 2002). Hearing from students and teachers in their ces atloout
their interactions with the building principal has the potential to provide both new atform

and depth to quantitatively gathered data. When thinking about the diverse settiag that c
found in many schools across the nation, hearing from students and teachers in their @wn voic
becomes even more powerful. As educational leaders seek to increase aceldievecreent and
increase the opportunities for all children to receive a socially just educatiearck that fully
probes significant issues should be pursued.

Addressing Limitations

In the previous section on limitations there were several important detaitsthat
could impact avenues for future research. Both of these avenues dealt witingawtther it
be sample size or sample demographics. Increasing the sample size wouldtprowdgortant
elements to the current research. One, an increased sample size would helprinel&tthere
is a greater effect of a building principal’s emotional intelligence on studievement than
what was found in this study, or if the effect noted in this study does appear to loé corre
Secondly, an increased sample size would allow study results to be more icgeraealized
to the population from which the sample was drawn.

Addressing the demographics of the sample population falls directly iniime w
increasing the sample size. While at times it is important to have an undergtaf a particular
population, in regard to variables that impact students’ educational achievemegtb#é man
more important to have an understanding of a very broad student population (i.e. all students).
This can be seen very clearly in the works of Hattie et al. (2003), Leithwoad20@8),

Leithwood and Jantzi (2008), Marzano (2002, 2005). Each of these researchers have used the
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process of meta-analysis to synthesize research which covers angdefalemographics and
sample sizes. These studies have contributed greatly to educators’ undersihtichryocesses
of teaching and learning. As mentioned previously, the sample in this studyergpresly
students in an urban/suburban mid-western setting. There are two steps irekearelr that
could improve the quality of study results. One, including students from rural areagdagidan
towns would provide a better picture of the overall student population. Two, including students
from different areas of the country would additionally provide a better pictune ctident
population. As cited previously in this study, Gall et al. (2007) make the statersedtdra
postpositivist thinking that an objective reality does indeed exist, but that it catberkpown
imperfectly” (p. 16). One of the chief reasons that this reality may onlypderkin an imperfect
manner is that that there are many independent variables that often impact degpendent
variable. Another important motive for this statement is that researcherssaatich methods
interject a certain degree of error into the measurement process of how abévadads to or is
connected to another. Taking into account as many variables as possible, as proposed in
suggestions one and two, is one way to address the first chief reason in Gall(20al)
previous statement. Suggestion two also addresses the second motive behind G4R@D3).’s
statement. Each state is required to use a standardized test to measuradhiglerent in the
areas of communication arts and mathematics (United States Congréss' S&&sion, 2001).
While each state has developed or adopted a test to achieve this mandate meeassees
abound across state tests. Such issues include whether or not these test measoee the s
concepts, if these tests measure the same concepts in the same mannem eohparte scores
across tests. While the issues of what concepts are measured or how thegsaredreze

complicated to resolve, the issue of comparing scores across tests can seddbirélsis study,
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the use of z-scores was employed to achieve this purpose. By looking at mathemati
communication arts scores across states, the demographic profile of the wawngdl be greatly
enhanced. This could be accomplished in the statistically defensible method ofingralert
student test scores to z-scores so that they could be compared on a common metristepbies
were time and cost prohibitive in this study, but would provide an added level of legitionacy
study results.
Conclusion

At the outset of this study it was noted that study results were antttgmteaving the
potential to inform both programs for pre-service principals and the profession&ipegat of
current building administrators. This statement was based on the premisacdhat tpiality
plays a significant role in student achievement and that teacher qualgyifcantly impacted
by the building principal (Dinham, 2007; Hattie et al., 2003; Leithwood, 2008; Marzano, 2007,
Moore, 2009). Determining if there was indeed a significant connection beteepnriricipal
characteristic of emotional intelligence the student outcome of acadenev@ment provides
the potential for helping building administrators gain or sharpen the skillsrtpati student
learning. Results of this study revealed a small, but significant findifigding, that while in
need of further research, does indeed have the potential to inform pre-serming &ad acting
educational administrators.

When one looks at a school there are a myriad of responses that may be gatiggred; ra
from the physical setting to much deeper elements of how the school isrgduand run. It is
in these deeper elements that one truly begins to understand the nature of a sdteol, or t
purposes for which that school exists. The National Council for Teachers of Matisema

published the following statement:
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Imagine a classroom, a school or a school district where all students haastadugh-
quality, engaging mathematics instruction. There are ambitious expecfati@ts with
accommodations for those who need it. Knowledgeable teachers have adequate resources
to support their work and are continually growing as professionals. (NCTM, 2000, p. 3 as
cited by McCoy, 2011, p. 1)
While this quote references the study of mathematics. There are reamgnés of high-quality
education mentioned in this statement. Described in this quotation is a school thaehds t
heart the deeper meaning of education and is working from foundational elements of both
empirically based teaching methods and a desire for continuous improvement. dheawsel
methodology to address a student’s academic and social needs, coupled with a desire to
continually improve the educational process are two hallmarks of quality educators
Referencing the previously mentioned idea that building principals play an imtpat&
in influencing teachers and that teachers play an important role in influencingtstude
achievement, one question remains. How do building principals influence teacherannexr m
that positively impacts student learning? More specifically, how does a byildimgpal impact
teachers in a way that helps to create the type of teacher describegnevibas paragraph? It
was found in H that the building principal’'s emotional intelligence did not account for any
variance in communication arts scores, but did account for some variance in matdDogsc
this show a connection between the findings of this study and the NCTM (2000) quote cited
above? This study does not, and was not intended to, fully answer these important questions.
However, this study does add a significant piece of information that helps to anseer the
gueries. This study also meets the purpose for which it was designed; topnéeservice and
acting administrators as they perform the work it takes to create haditygaachers working in

high-quality learning environments that produce students who are well equippee@riby-first

century success.
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The finding that a building principal’s total emotional intelligence scoceunts for 1%
of the variance in student achievement scores may be easy to ignore if looked agint that
99% of the variance in these scores is explained by other variables. Lookingesguhig light
of other research that indicates 30% of student achievement is accountedl&ssbyom
teachers, or 20% of student achievement is accounted for by student centeredsy#rialdlgo
may be a critical element in these other percentages (Hattie et al., 2003priathpointelligent
individuals are much more likely to be adept at building effective relationsloipsnanicating
important messages, managing their own emotions and the emotions of those around them, and
be secure in the ability to work well with others; all of which are hallmarkfeftee
principals (Dufour & Eaker, 2008; Graczewski et al., 2009; Heck and Hallinger, 2009; Murphy
et al., 2007).

Salovey and Mayer (1990) define emotional intelligence “as the subsetaf soci
intelligence that involves the ability to monitor one’s own and others’ feelingsnaotibas, to
discriminate among them and to use this information to guide one’s thinking and aqiidsis” (
Building principals who are adept at the skills presented within this defini@yreasonably be
assumed to be adept at those skills associated with effective principalsrmadnti the
preceding paragraph. Given the challenges presented by the current accountabdiment in
education, even a 1% increase in the known variance of student achievement may contribute
significantly to a pre-service or acting principal’s knowledge set. Beyaading demands
applied to schools under the current accountability movement is the need to provide rai$ stude
with the type of educational experience that prepares them for successhalasgtiety and 21
century workforce. It can be reasonably argued, and has been in this study, tithhg@ bui

principal’s emotional intelligence plays an important role in their satiataction with the
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school community. Furthermore, it is the result of this social interactiondtsati® tone for a
culture and climate of ongoing learning and student achievement. Bell (20#8)tktt, “in the
future, children must enter a workforce in which they will be judged on their performneg
will be evaluated not only on their outcomes, but also on their collaborative, negotiating,
planning, and organizational skills” (p. 43). Educational leaders must be prepared to lead
conversations and interact with the school community in ways that promote the skitisquf
by Bell (2010). Future research is needed to confirm the findings of this study @etgrtmine
the manner in which a principal’s emotional intelligence and student achieverae@nnected.
Franklin D. Roosevelt stated in his first inaugural address on M&rct983 that “happiness...
lies in the joy of achievement and the thrill of creative effort” (LilliandBahn Law Library,
2008). The creative effort of today’s educational leaders paves the way fdrilouen to

experience the joy of achievement.
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Dear...

| am a student at the University of Missouri — Kansas City working on my doctoral
degree in educational administration. The focus of my dissertation work is te&atorr
between student academic achievement and the emotional intelligence efgopildcipals.

In order to complete my study | will need 63 participating schools and pisicipa

Individual participants will be asked to complete an online version of the Mayer-$&lavaso
Emotional Intelligence Test (MSCEIT) and a demographic profile indic#tieig, gender, level
of education, years of experience, and school level (elementary, middle, high.dehnooipals
will receive their own individual results for the Emotional Intelligence,esich may be useful
in professional growth as a school leader.

All study related information will be disseminated and collected in a contieienanner.
It is not the intention of this study to evaluate individual principal or school perfeemarthe
areas of emotional intelligence or student achievement. Rather, the purgusestufdy is to add
to current research on how pk-12 building principals affect student achievement.

| am eager to begin the research process and am hopeful that your disisigafue in
this study by allowing your principals to participate. Should your districtili@gvto participate
in this study, an email stating your consent for principals participatioealgappreciated. If
you have any questions regarding this research project please feéeldoedact me by phone at

(816) 813-0392 or email gnfb43@mail.umkc.edlilook forward to hearing from you in the

near future.

Sincerely,

James Fish
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Dear...

| am a student at the University of Missouri — Kansas City working on my doctoral
degree in educational administration. The focus of my dissertation work is te&atorr
between student academic achievement and the emotional intelligence efgopildcipals.

In order to complete my study the school

district has granted me permission to ask for your participation in this stagypArticipant you
will be asked to complete an online version of the Mayer-Salovey-Caruso Emotitatiageénce
Test (MSCEIT) and a demographic profile indicating your gender, level of tamlucgears of
experience, and school level (elementary, middle, high school). Principalsosilteeheir own
individual results for the Emotional Intelligence Test, which may be useful in piafes
growth as a school leader.

All study related information will be disseminated and collected in a conitidlemanner,
no personally identifiable information will be revealed. It is not the intention othdy to
evaluate yours or the school’s performance in the areas of emotionagj@medlior student
achievement. Rather, the purpose of this study is to add to current research on how pk-12
building principals affect student achievement.

| am eager to begin the research process and am hopeful that you will consider
participating in this study. Should you be willing to participate in this study, amrmefd consent
letter is attached. You may sign and return this form in the provided envelope pBattici
selection will be complete by the end of September. At this time you will bieedafiyou have
been selected for study participation. If you have any questions regdndimgsearch project

please feel free to contact me by phone at (816) 813-0392 or emnaib4B8@ mail.umkc.edu

look forward to hearing from you in the near future.
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Sincerely,

James Fish
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Consent for Participation in a Research Study
Building Principal Emotional Intelligence and Student Achievement
Principal Investigator:
James Fish

Invitation to Participate

You are invited to participate in a quantitative research study designed to umdiénsta
relationship between the emotional intelligence of a building principal addrgtachievement.
The findings of this study will be presented in dissertation format by the ptinegearcher in
partial fulfillment of the requirements for the degree Doctor of Education.

Who Will Participate

All building level principals who serve students in grades 3, 8, and 11 in seven of the Universit
of Missouri — Kansas City’s nine partner schools in addition to two other distritts Keinsas

City Metropolitan area will be invited to participate in this study.

Purpose

The purpose of this study is to determine the nature of the correlation between a building
principal’s emotional intelligence as measured by the Mayer-Saloaays@ Emotional

Intelligence Test (MSCEIT), and student achievement as measuredMistueiri Assessment
Program (MAP) in communication arts and mathematics.

Description of Procedures

Building principals will be asked to complete a demographic data survey and anvensios
of the MSCEIT. Completion of the demographic data survey and online MSCEIT iaipadat

to take no longer than an hour to complete.
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Voluntary Participation

Your participation in this study is strictly voluntary. You may choose not to geatecin this
study and may choose to withdraw from the study at any time. Choosing not ¢gppgetor to
withdraw from the study will not result in a penalty or loss of benefits to wiadahare entitled.
Any data provided up to the point of withdrawal will be retained by the principednaser for
analysis.

Fees and Expenses

There are no monetary costs to you.

Compensation

You will not receive compensation for participation in this study.

Benefits

Principals will receive their own individual results for the Emotional ligifice Test, which
may be useful in professional growth as a school leader. Furthermore, theotus study
will inform the design and delivery of instruction for principal preparation progeards
professional development for current principals. This information will be patiguwlseful in
continuing to understand how principals are effective at increasing student aati¢vA copy
of this dissertation will be housed in the UMKC library.

Alternatives to Study Participation

The alternative is not to participate in this study.

Confidentiality

Data collected will include an Emotional Quotient (EQ) score as measuthd MSCEIT,

demographic data for the building principal and their school as a whole, as weld gy elimted
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student achievement data as measured by the communication arts and meghpartains of
the MAP in grades 3, 8, and 11. All data will be stored in the home office of the principal
investigator and will only be accessed by the principal investigatohaidiissertation
committee. Any personally identifiable information provided will be preskeint¢he aggregate,
which will ensure participant anonymity. Individuals from the University afdduri — Kansas
City’s Institutional Review Board may also have access to study records.

In Case of Injury

The University of Missouri — Kansas City appreciates the participatioaal@ who help carry

out its function of developing knowledge through research. If you have any questions about the
study that you are participating in you are encouraged to call JamedEishydstigator, at

(816) 813 — 0392.

Although it is not the University’s policy to compensate or provide medical tesdtior persons
who participate in studies, if you think you have been injured as a result of pértgipahis

study, please call the IRB Administrator of UMKC’s Social Sciencegutisnal Review Board

at (816) 235 — 1764.

Questions

If you have any questions, please contact the principal investigator

James Fisi®308 N. London Ave. Apt. B/ Kansas City, MO 641pifb43@mail.umkc.edu

ph. (816) 813 — 0392

Authorization
Participant’s Signature
James Fish
Printed Name
Date Date
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LT

Demographic Data Sheet

Name: | School:
Please write your response to questions 1-4 in the response box, using the provided choices.
1. Gender | Response: |
Male Female
2. Level of Education Response: |

Masters Masters +
EdD

3. How many years of administrative experience do you have?

4. How many years have you been the principal in your building?

Specialist  Specialist +

12-20 21+

12-20 21+

PhD /

| Response:

| Response:
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September 14, 2011

Jennifer Friend, Ph.D.

UMKC - School of Education
328 Education

Kansas City, MO 64110

Amendment Approval Date: 9/13/2011
Expiration Date: 8/28/2012

Dear Dr. Friend,

Your Amendment dated, 9/13/2011, to research protocol IRB #5511-100e
entitled, "A Correlational Study of Building Principal Emotional Intelligence
and the Connection to Academic Achievement" was given an expedited review
by a member of the UMKC Social Sciences Institutional Review Board (SSIRB).

The IRB approves your amendment dated, 9/13/2011, to research protocol IRB
# SS11-100e as submitted. You are granted permission to conduct your study
as revised. The date for continuing review remains unchanged at 8/28/2012,
unless closed before that date.

The approval includes the following:
- Addition of Raymore-Peculiar and Belton USD 124 School Districts to the
study

Any further changes to the study must be promptly reported and approved.
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