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From the Editors

Educational planning starts with educational leaders who have the 
insightful wisdom of the long term and short term planning. They would then 
formulate policies and implement them with the assistance of their participatory 
planning team. This issue of the journal is devoted to exploring the significance of 
leadership in educational planning both at the pre-college and higher education 
levels. 

Babaoglan’s article is to identify the level of teachers’ perception of 
school principals’ leadership behaviors; and the level of teachers’ trust in 
colleagues, in students and parents, and in principals. She claims that trust is a 
critical component of successful schools and has to be a part of overall planning 
for the professional development of both principals and teachers. 

The article of Jiang, Shu and Chan is concerned with the high percentage 
of beginning teachers leaving the teaching profession. The authors investigated 
the significance of this issue by interviewing school principals in China to solicit 
their strategies of working with beginning teachers. The result of this study 
discloses many principals’ valuable right-on-target strategies deserving attention 
in educational planning. 

Johnson’s article reports his study to examine relationships between 
student perceptions of school effectiveness and student achievement. Results of 
data analysis did not yield any statistically significant correlation between the 
student perceptions of school effectiveness and student achievement. These 
findings are contradictory to empirical research on school effectiveness and 
student achievement. However, they provided a foundation for discussion of 
educational planning issues and implications for educational planning practices. 

The article of Litchka and Shapira- Lishchinsky examines teacher 
perceptions of the transformational leadership skills of school principals, 
according to the teachers’ school level and setting, in both Israel and the United 
States. Results indicate that Israel teachers perceive transformational leadership of 
their principals significantly higher than teachers in the United States, particularly 
with the relationship between the level of the school and the transformational 
abilities of the principal. These findings may help plan policies in support of 
transformational leadership in schools.  

Lastly, the exploratory study by Menna, Catalfamo and Girolamo 
proposes a framework to examine applied entrepreneurship as a conceptual 
framework of college planning by exploring the differences between colleges that
use innovation (research and development) and entrepreneurship/small business 
(self-employment and start-ups) approaches. In examining the findings of the 
study, the researchers concluded that including applied entrepreneurship in the 
strategic planning processes of colleges is an important step toward the attainment 
of innovation and entrepreneurship outcomes. 
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From articles of this issue, we learn the significant connections between 
leadership, policies, implementation practices and strategies in educational 
planning. We look forward to further discussion of these educational planning 
issues from our faithful readers.

Editor: Tak Cheung Chan 
Associate Editors: Walt Polka and Peter Litchka
Assistant Editor: Holly Catalfamo

May 2016 
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IMPROVING PRINCIPAL AND TEACHER RELATIONSHIP: 
PREDICTIVE POWER OF SCHOOL PRINCIPALS’ LEADERSHIP WITH TEACHERS’ 

ORGANIZATIONAL TRUST PERCEPTION

EMINE BABAOGLAN

ABSTRACT
Trust is a critical component of successful schools, especially trust between the principals and 
the teachers. Trust does not happen automatically. It has to be a part of overall planning for the 
professional development of both principals and teachers. The aim of this study is to identify the 
level of teachers’ perception of school principals’ leadership behaviors; and the level of 
teachers’ trust in colleagues, in students and parents, and in principals. The study also aims to 
detect the predictive power of teachers’ perception of school principals’ leadership over 
teachers’ organizational trust perception. The participants of this research are the teachers 
working in the primary and secondary schools located in the districts and villages of Burdur City 
of Turkey which provided education during 2009-2010 school years. For the research, the entire 
population of 2230 teachers in the Burdur City was invited. Of the 2230 teachers, 1891 
responded to the questionnaire. They worked in 196 schools throughout Burdur, 154 of which 
are primary and 42 are secondary. Omnibus T Scale (Hoy & Tschannen-Moran, 2003) and
Leadership Behavior Questionnaire (Ekvall & Arvonen, 1991) were used in the research. In the 
study it is found that, with respect to teachers’ perception, the level of principals’ leadership was
high; the perception level of teachers’ trust in colleagues and principals was high, whereas their 
perception of trust in students and parents was at medium level. It is also found that the 
relationship between teachers’ leadership perception and their perception of trust in their 
principals was positive and significant at a high level while the relationship between teachers’ 
perception of trust in colleagues and in students and parents was positive and significant at low 
level.

INTRODUCTION
Educational planning is critical to the success of schools. Having an understanding of 

where a school has been, where it is now, and where it is heading will help the principal and the 
teachers’ better plan for the future. While educational planning is often focused on student 
outcomes, successful schools also create and implement plans for the improved relationship 
between the principals and the teachers. In particular, the trust that develops (or doesn’t develop) 
between the principals and the teachers can have a significant impact on how well students learn.

Leadership studies have been a focus of the literature in management and organizational 
behavior. Since leadership is an interdisciplinary field, a wide range of research has been 
published in the areas of psychology, sociology, politics, management, educational 
administration and government (Yukl, 1989).

Researchers define leadership from their own points of view with different definitions. 
Bass (1990, p. 11) stated that leadership is a “group process”, “a personality case (issue)”, “a 
case of inducing compliance”, “influencing experience”, “exclusive behaviors”, “a form of 
persuasion”, “power relations”, “a means for goal achievement”, “an effect of interaction”, “a 
differentiated role”, “initiation of structure” and the various combinations of these definitions. 
Yukl (1989) defined leadership as influencing the objectives and the strategies of the mission; the 
loyalty and compliance to achieve these objectives; and the group and the organizational culture. 
Leadership is, for Northouse (2009), a process in which a person influences the group in order to 
achieve a common goal. For Erdoğan (2010), leadership is realizing the objectives of an 
organization and initiating a new structure and procedure to change the objectives. For ùişman 
(2002), it is the power to influence and prompt others to act in line with certain goals and 
objectives. Leadership comprises forethought, setting a prudential and credible vision and goals 
Ior tKe organization, and moEilizing tKe individuals to acKieve tKem (ùişman & Turan, 2002). 
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Leadership enhances the shared values and beliefs, sense of community and collaboration 
(Waters, Marzano & McNulty, 2004).

One of the first studies that emphasized the significance of educational leaders was 
conducted by Edmonds (1979). The researcher detected that the skills and competence of school 
principals were the fundamental factors which affected the school performance in a positive way. 
According to Elliot (2000), leadership practices were important components of effective schools. 
Additionally, a number of researches have indicated that effective educational leaders enhanced
student and school success (Cistone & Stevenson, 2000; Marzano, Waters & McNulty, 2005;
Waters, Marzano & McNulty, 2004). Another study demonstrated that both the teachers and the 
school principals’ leadership behaviors supported teachers’ effectiveness (Azodi, 2006). Arnold, 
Barling and Kelloway (2001) found that the transformational leadership increased commitment 
and team effectiveness, while Parry and Proctor-Thomson (2003) found that there was a positive 
relationship between leadership and culture. 

Moreover, other studies confirm that leadership behaviors affect the production outputs 
such as attitudes, efforts and working performance of the personnel. For example, Howell and
Frost (1989) concluded that charismatic leadership behaviors were related to both the 
performance and the conformity to the mission, the leader and the group. Furthermore, it is 
understood that there was a meaningful relationship between the level of administrator’s 
leadership behaviors that teachers observed and the level of teachers’ job satisfaction (Yılmaz &
Ceylan, 2011).

Various definitions of the organizational trust are also found in the literature. Trust was
described as an individual’s belief in another person’s competence, openness and reliability 
(Mishra, 1996). Similarly, trust is the belief that the employer will be honest, deliver his/her 
commitments, and hold employees together (Callaway, 2006). Trust is a person’s, a group’s or an 
organization’s confidence that another person, group or organization will protect the rights and 
benefits of everyone who voluntarily works or engages in an economic action together (Hosmer, 
1995). Trust can also mean the voluntary acceptance of a party that an important action will be 
performed by the other party as expected without being controlled (Mayer, Davis & Schoorman, 
1995). Trust is a psychological state which involves the willingness to accept the vulnerabilities 
and weaknesses related to the positive expectations about others’ intentions and behaviors 
(Rousseau, Sitkin, Burt & Camerer, 1998). For Hosmer (1995), trust is the high expectations or 
personal decisions based on confidence related to the consequences of an unknown event 
although it is impossible to control other’s actions and despite the vulnerability and weakness of 
individuals. According to Çelik (2015a), insecure places produce negative behaviors.

Much research revealed that organizational trust is another organizational variable to 
which the leadership is related. For example, it is found that there was a strong relationship
between leadership behavior and organizational trust, in which the leadership behavior affected
the other (Podsakoff, MacKenzie, Moorman & Fetter, 1990). As a result of this impact, the 
followers feel trust and respect for the leader and get motivated to do more than what is expected 
of them (Yukl, 1989). In a similar way, Yeh (2007) found that there was a meaningful and 
positive relationship between the leadership behaviors of managers and the workers’ trust in the 
organization. For Childers (2009), there was a link between transformational leadership and trust.
Arnold, Barling and Kelloway’s (2001) research showed that transformational leadership 
increased trust and Laka-Mathebula (2004) found that there was a relationship between the style 
of leadership and trust. Azodi (2006) detected a significant relationship between leadership and 
the school principal’s trust in the teachers, the students, and tKe Iamilies. Yılmaz (2006) found 
that the school principals’ ethical leadership skills had an impact on the organizational trust level 
in schools. Zhu, May and Avolio (2004), and Yılmaz (2004) revealed a positive relationship 
between the school principals’ leadership behaviors and the organizational trust. According to 
Arslantaş and Dursun (2008), ethical leadership behavior had a direct impact on cognitive trust. 
)or Yılmaz (2004), there was a high-level, positive and significant relationship between school 
principals’ leadership behaviors and trust; furthermore, there was a meaningful relationship
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between school principals’ supportive leadership behaviors and teachers’ trust in their principals, 
colleagues, students and parents. Demir (2008) revealed that the transformational leadership 
styles of the administrators had an impact on the organizational justice perception and the trust in 
the administrator had a positive role in this relationship. In their studies, Yılmaz and Altınkurt 
(2012) found that teachers’ perception of the organizational trust was positive. The researchers 
also revealed a high-level of positive relationship between the supportive leadership behaviors of 
the school principals and the teachers’ trust in them; and the medium-level of positive 
relationship between the supportive leadership behaviors of the school principals and the 
teachers’ trust perception of their colleagues and stakeholders. 

In an organization, the trust between the management and the employees is important 
(Callaway, 2006). The leadership of the organizational manager is considered to be significant in 
terms of the employees’ trust in the organization. In other words, the behavioral patterns and the 
roles of the manager influence the employees’ trust in the organization (Yeh, 2007). The mutual 
trust among the organizational members and between the management and their employees 
brings about communication and extraordinary success within the organization (Callaway, 2006). 
Podsakoff, MacKenzie, Moorman and Fetter (1990) revealed that when employees had trust in 
their leaders, transformational leadership behavioral effected organizational citizenship behavior. 
On the basis of these findings, the researchers emphasized that as a result of transformational 
leadership behaviors, the performance increases more than what is expected. Korkmaz (2008) 
found the transformational leadership of the high school principals influenced the trust and 
cooperative atmosphere within schools. According to Çelik (2015b), where it is dominated by 
bureaucratic control, fear and distrust reveal.

A number of studies revealed that organizational trust was related to a number of 
organizational variables. Tschannen-Moran and Hoy (1998), for example, found that there was a 
link between trust and the openness of the organizational climate, cooperation among colleagues, 
professionalism, and authenticity. According to the researchers, open and authentic behaviors of 
managers led to higher employee trust, in other words, the behavior of managers determined
trust. 6ağlam Arı (200�) found that there was a positive relationship between the trust in the 
manager and organizational commitment, while Milligan (2004) detected a statistically 
significant relationship between organizational trust and organizational commitment and between 
trust in a manager and the likelihood of an employee quitting a job. Laka-Mathebula (2004) 
showed that there was a link between organizational commitment and leadership styles. In his 
research, Uz (2006) detected that there was a positive and strong relationship between trust and 
communication in administrator-officer relationships, while Koç and Yazıcıoğlu (2011) revealed 
that there was a positive relationship between trust in a manager and the job satisfaction of 
workers. Polat and Celep (2008) showed that when the organizational trust perception of
secondary education teachers was at a high level, then organizational trust was related both to 
organizational justice and to organizational citizenship behavior. Organizational trust has a 
significant effect on teachers to exhibit organizational citizenship behaviors. 

In Turkey, the leadership of school principals is the focus of much research. Akbaba Altun 
(2003), for example, found that school principals considered the elements of transformational 
leadership significant; however, they did not Sut tKem into Sractice. BaEaoğlan and Litchka 
(2010) came to the conclusion that the leadership efficiency of school principals was at high 
level, according to the perceptions of both principals and teachers. Altınkurt and Karaköse (2009)
revealed that although the ethical leadership behaviors of school principals were generally 
perceived positively, this perception was not so high. Moreover, the researchers revealed that 
almost half of the teachers did not think the school principals were tolerant and fair enough. 
Yılmaz and Altınkurt (2012) detected in their research that the teachers’ perception pertaining to 
the leadership behaviors of the school principals was positive. 

A considerable amount of research in Turkey focuses on the trust condition of 
organizations. For example, Uz (2006) detected that managers and officers did not have 
sufficient trust in each other, and also there was a meaningful difference between their 
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perceptions. Özer, 'emirtaş, Üstüner and Cömert (2006) found that the organizational trust level 
within high schools was medium. 6ağlam Arı and Güneri 7osunoğlu (2011) identified that 
honesty, competence, openness, loyalty, and consistency influenced trust in their subordinates. 

The leadership behaviors of school principals affect and determine many variables within 
the school organization. One of these variables is the employee’s perception of trust in 
organization. As the leadership behaviors of the school principals improve, the teachers’ 
perception level of organizational trust in the school gets better as well. In this research, while 
the leadership behavior of school principals was dealt with unidimensionally, perception of trust 
in organizations was handled in three dimensions. “Trust in colleague,” one of the sub-
dimensions of trust in organization, refers to teachers’ trust in their colleagues. The perception of 
“trust in students and parents” indicates the trust the teachers have in their students and their 
parents. “Trust in principal” perception means the teachers’ trust in their school principals. 

There is limited research which investigates the relationship between the leadership of the 
primary and secondary school principals in Turkey and organizational trust (Arslantaş 	 'ursun, 
200�� Yılmaz, 2006� Yılmaz, 200�� Yılmaz 	 Altınkurt 2012). Therefore, more research needs to 
be conducted to explore the relationship between the two organizational variables. In this regard, 
the aim of this research is to investigate, from the primary and secondary school teachers’ point 
of view, how the organizational trust perception of teachers is affected by their school principals’ 
leadership. Thus, to accomplish this objective, the following question is considered: From the 
primary and secondary school teachers’ perspective, how does the leadership of school principals 
affect the organizational trust perception of teachers?

METHODOLOGY
This study employed a quantitative research approach in which the relational screening 

method was used.

Participants
The participants of this research were the teachers working in the primary and secondary 

schools located in the districts and villages of Burdur City of Turkey during 2009-2010 school
year. The entire population of teachers was 2,230 teachers. Questionnaires were sent to all the 
teachers. Only 1891 teachers completed the questionnaire for the research. The 1,891 teachers 
worked in 196 schools throughout Burdur, 154 of which are primary and 42 are secondary. The 
1891 teachers aged from 20 to 65. All teacher demographics were displayed in Table 1.

Table 1: Teacher Demographics
Features of Teachers Number (%) Total (%)

Gender Female 885 (47%)
1891 (100%)Male 972 (51%)

No response 34 (2%)

Married Married 1541 (81.5%)
1891 (100%)Not Married 331 (17.5%)

No response 19 (1%)

Children Having Children 1368(72%)
1891 (100%)Not Having Children 486(26%)

No response 37 (2%)

Branch of 
Teacher

Classroom Teacher 572 (30%)
1891 (100%)Teachers of Other Subject 660 (35%)

No response 659 (35%)

School Type Primary Schools 1276 (67.4%) 1891 (100%)
Secondary Schools 615 (32.5%)
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School 
Location

Urban 754 (40%)
1891 (100%)

Non-Urban 1037 (55%)
No response 100 (5%)

Graduation Bachelor’s Degree 1624 (85.9%)
1891 (100%)Two-year Degree 166 (8.8%)

Masters or Ph.D. Degrees 54 (2.8%)
No response 47 (2.5%)

Data Collection Tools
The teachers’ perception of their school principals’ leadership behaviors was measured by 

the “Leadership Behavior Questionnaire,” which was developed by Ekvall and Arvonen (1991, p. 
17-26) and adaSted into 7urkisK Ey 7engilimoğlu (2005). The unidimensional questionnaire 
consists of 36 statements. Some of the statements are as follows: 1. Is friendly, 2. Listens to ideas 
and suggestions, and 3. Creates order. The scale is a 5-point Likert-type scale with the answers 
ranging as 1. Never, 2. Rarely, 3. Sometimes, 4. Mostly 5. Always. High scores indicate that the 
leadership behavior is perceived as positive while low scores imply the opposite. The alpha 
reliability coefficient of the Leadership Behavior Scale was found to be .73.

To measure the teachers’ perception of organizational trust in their schools, “Omnibus T 
Scale,” was used in this study. It was developed by Hoy and Tschannen-Moran (2003) and 
adapted into Turkish by gzer, 'emirtaş, Üstüner, and Cömert (2006). The scale consists of 20 
statements. The organizational trust scale consists of three sub-dimensions. Some examples of 
the sub-dimensions and the statements in the scale are as follows: Trust in colleagues: 1. 
Teachers in this school trust each other, 2. Teachers in this school typically look out for each 
other. Trust in students and parents: 1. Students in this school care about each other, 2. Parents in 
this school are reliable in their commitments. Trust in administrator: 1. Teachers in this school 
can rely on the principal. 2. Teachers in this school have faith in the integrity of the principal. If 
the working group has a high score on every dimension this means that the trust level is high
while a low score indicates a low trust feeling. The scale is a 5-point Likert-type ranging from 1. 
Disagree, 2. Low Agree, 3. Mid Agree, 4. Mostly Agree, to 5. Strongly Agree. A high score on 
this scale means that the trust level is high, whereas a low score means the trust level is low. The 
alpha reliability coefficient of the trust in colleague dimension, one of the sub-dimensions of the 
organizational trust scale, was found to be .77; the alpha reliability coefficient of the trust in 
students and parents dimension was found to be .83; and the alpha reliability coefficient of the 
trust in principal dimension was found to be .70.

The mean score for leadership behavior and trust are as follows: 1 - 1.79 = Very low level; 
1.80 – 2.59 = Low level; 2.60 – 3.39 = Medium level; 3.40 – 4.19 = High level and 4.20 – 5.00 = 
Very high level.

Data Analysis
A simple linear regression analysis was carried out to identify how the leadership 

behaviors of school principals affect (predict) the “trust in colleagues”, “trust in students and 
parents”, and “trust in principal” perceptions of the teachers (Can, 2013). The IBM SPSS 20 
software was used in research data analysis.

FINDINGS
The descriptive analysis and regression analysis findings regarding the “leadership 

behaviors” of the school principals from the perspectives of primary and secondary school 
teachers; and teachers’ perception level with respect to their “trust in colleagues”, “trust in 
student and parents” and “trust in principal” can be found in this section. The results of the 
descriptive analysis are presented in Table 2.
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Table 2: Descriptive Statistics
& /Std.Error Level Measurement Range 

Points (Min-Max)
Leadership Behavior 4.0866±.82203 High level 1.00-5.00
Trust in Colleagues 3.7952±.83027 High level 1.00-5.00
Trust in student and parents 3.2400±.78647 Medium 

level
1.00-5.00

Trust in principal 4.0073±.91864 High level 1.00-5.00

As seen in Table 1, with respect to primary and secondary school teachers’ perception, the 
average of the leadership behaviors of the school principals is (& =4.0866), the average of the 
teachers’ trust in colleagues is (& =3.7952), the average of the teachers’ trust in students and 
parents is (& =3.2400)), the average of the teachers’ trust in the school principal is (& =4.0073). 
Considering the averages, with respect to teachers’ perception, the leadership behaviors of school 
principals were perceived to be at a high level, teachers’ perception of trust in colleagues, and 
trust in school principals were also at a high level but their perception of trust in students and 
parents was at a medium level. 

The results of the simple linear regression analysis, which was carried out to identify, with 
respect to teachers’ perception, the predictive power of the leadership behaviors of school 
principals over teachers’ perception of   “trust in colleagues,” “trust in students and parents” and 
“trust in principal” are presented in Table 3.

Since the p-value (p=0.00) in the table, relating to the perception of “trust in colleagues,” 
is smaller than .05, it indicates that the R=.45-value calculated for the relationship between the 
predictor and predicted variables in the regression model is significant. In other words, in this 
regression model, the linear relationship between the teachers’ perception of “trust in colleagues” 
and the leadership behaviors of the school principals is at a statistically significant level.

Data analysis shows that there is a significant relationship between the leadership 
behaviors of the school principals and the teachers’ perception of “trust in colleagues” (R=.45 
R2=.202), and the leadership behaviors of the school principals have a significant predictive 
power over teachers’ trust in colleagues (F(1–1889)=479.437). The leadership behaviors of the 
school principals explain the 20% of the change in the teachers’ perception of trust in colleagues. 
The significance test for the leadership behavior coefficient (B=0.088), the predictor variable in 
the regression equation, shows that the leadership behavior is a significant predictor. According 
to these results, it can be said that, 20% of the total variance in the teachers’ perception of “trust 
in colleagues” results from their opinions towards the “leadership behaviors” of their school 
principals. The regression equation for the teachers’ perception of “trust in colleagues” is as 
follows: 

Trust in Colleague = (.088 x Leadership Behavior) + 13.567

Table 3: The simple linear regression analysis, to identify the predictive power of the leadership 
behaviors of school principals over teachers’ perception of “trust in colleagues,” “trust in 
students and parents” and “trust in school principal”.

Dependent Variable Parameter B St. Error ȕ t
Intercept 13.567 ,606 - 22.403

Trust in Colleagues Leadership 
Behavior .088 .004 .450 21.896

R=.45    R2=.202   F(1–1889)=479.437 p=0.00
Intercept 14.83 .686 - 21.606
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Trust in student and 
parents

Leadership 
Behavior .075 .005 ,355 16.481

R=.355    R2=.126   F(1–1889)=271.620  p=0.00
Intercept 1,133 ,301 - 3,769

Trust in principal Leadership 
Behavior ,128 ,002 ,828 64,141

                          R=.828    R2=.685   F(1–1889)=4114.128    p=0.00

The p-value (p=0.00) in the table, relating to the perception of “trust in students and 
parents,” is smaller than .05 indicating that the R=.35-value calculated for the relationship
between the predictor and predicted variables in the regression model is significant. In other 
words, in this regression model, the linear relationship between the teachers’ perception of “trust 
in students and parents” and the leadership behaviors of the school principals is at a statistically
significant level.

It is found that there is a significant relationship between the leadership behaviors of the 
school principals and the teachers’ perception of “trust in students and parents” (R=.355 
R2=.126), and the leadership behaviors of the school principals have a meaningful predictive 
power over teachers’ trust in students and parents (F(1–1889)=271.620). The leadership behaviors 
of the school principals explain the 12% of the change in the teachers’ perception of trust in 
students and parents. The significance test for the leadership behavior coefficient (B=0.075), the 
predictor variable in the regression equation, shows that the leadership behavior is a significant
predictor. According to these results, it can be said that, 12% of the total variance in the teachers’ 
perception of “trust in students and parents” results from their opinions towards the “leadership 
behaviors” of their school principals. The regression equation for the teachers’ perception of 
“trust in students and parents” is as follows: 

Trust in Students and Parents = ( .075 x Leadership Behavior) + 14.830

The fact that the p-value (p=0.00) in the table, relating to the perception of “trust in 
principal,” is smaller than .05 indicates that the R=.828-value calculated for the relationship
between the predictor and predicted variables in the regression model is significant. In other 
words, in this regression model, the linear relationship between the teachers’ perception of “trust 
in principal” and the leadership behaviors of the school principals is at a statistically significant
level.

It is seen that there is a significant relationship between the leadership behaviors of the 
school principals and the teachers’ perception of “trust in principal” (R=.828 R2=.685), and the 
leadership behaviors of the school principals have a significant predictive power over teachers’ 
trust in them (F(1–1889)=4114.128). The leadership behaviors of the school principals explain the 
68% of the change in the teachers’ perception of trust in their principals. The significance test for 
the leadership behavior coefficient (B=0.128), the predictor variable in the regression equation, 
shows that the leadership behavior is a significant predictor. According to these results, it can be 
said that 68% of the total variance in the teachers’ perception of “trust in principal” results from 
their opinions towards the “leadership behaviors” of their school principals. The regression 
equation for the teachers’ perception of “trust in principal” is as follows: 

Trust in Principal = ( .128 x Leadership Behavior) + 1.133

While there is a low-level relationship between the teachers’ perception of their school 
principals’ “leadership behaviors” and their perception of “trust in colleagues” and “trust in 
students and parents,” the relationship between the teachers’ perception of the “leadership 
behaviors” of their school principals and their perception of “trust in principal” is found to be 
positive at a high significant level. The relationship at the highest level identified in the research 
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is between the leadership of the school principals and “trust in principal.” The relationship at the 
lowest level, on the other hand, is between the leadership of the school principals’ and the 
perception of “trust in students and parents.”

DISCUSSION AND CONCLUSION
The research results demonstrate that the teachers’ perceptions of leadership behaviors of 

the school principals were at a high level and the teachers’ trust in colleagues and in principal 
were at a high level while their trust in students and parents was at a medium-level.

The findings of the research revealed that there was a meaningful relationship between the 
primary and secondary school teachers’ perception of the leadership behaviors of their principals 
and their perception of trust in principal. The teachers’ perception of the leadership behaviors of 
their principals had a strong predictive power over their trust in their principals. Moreover, the 
teachers’ leadership perception of their principals explains their trust in their principal by 68% (a 
ratio of two over three). This finding suggests that if the leadership behaviors of the school 
principals are perceived to be more positve, the teachers’ perception of trust in principals will 
also increase to a large extent. Yılmaz (200�) and Yılmaz and Altınkurt (2012), who had arrived 
at parallel findings with those of this study in their previous researches, identified that there was
a positive and high-level relationship between the supportive leadership behaviors of the
principals and teachers’ perception of trust in the principal; that the supportive leadership 
behaviors of principals explain the perception of trust in principal by a ratio of two over three and 
had a strong predictive power over teachers’ perception of organizational trust. 

In this research, it is found that the relationship between the teachers’ leadership 
perception of their principals and their perception of trust in colleagues, and trust in students and 
parents were positive though at a low level. The teachers’ perception of the leadership behaviors 
of their principals explains their trust in colleagues by 20% (a ratio of one over five) and their 
trust in students and parents by 12% (by ratio of one over eight). This finding signals that if the 
leadership behaviors of the school principals become more positive, there will also be an 
increase, even if it is slight, in the teachers’ perception of trust in their colleagues and trust in 
students and parents. In other words, the leadership of the school principals has a low-level 
predictive power over the teachers’ trust in colleagues, and trust in students and parents. Yılmaz 
(200�) and Yılmaz and Altınkurt (2012), who conducted a research in a similar topic, identified 
that there was a positive and medium-level relationship between the supportive leadership 
behaviors of the principals and teachers’ perception of trust in colleagues and stakeholders. They 
also found in their researches that the supportive leadership behaviors of principals explained
teachers’ perception of trust in colleagues by a ratio of one over three, and their perception of 
trust in stakeholders by a ratio of one over five. Demir (2015) concluded that trust in colleagues 
have the high correlations with teacher collaboration and supportive work environment.
According to 6alı (2014) when establishing positive relationships with people, it is easier to 
accept and support them.

According to the findings of this study, improved school principals’ leadership behaviors 
can support developing trust between the school leader and the teachers. In particular, if school 
principals integrate strategies to improve organizational trust into the strategic planning process 
by implementing specific leadership styles, school principals may be able to improve the climate 
of the school. School principals can plan professional development that focuses on building trust.
On the basis of the findings, it can be said that as the leadership behaviors of the school 
principals improve, the teachers’ perception level of trust in colleagues, trust in students and 
parents, and trust in principals will improve as well. If the school principals want to have a
successful school, improvement of leadership behaviors sounds significant.

Additional research on the relationship between the leadership of the school principals and 
organizational trust needs to be carried out to confirm the findings of this study. It is 
recommended that qualitative and quantitative research methods be used in future research.
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PLANNING TO HELP NEW TEACHERS IN CHINA:
PERSPECTIVES OF SCHOOL PRINCIPALS

BINBIN JIANG
ZHIDING SHU    

TAK CHEUNG CHAN   

ABSTRACT
Reports have indicated a high percentage of beginning teachers leaving the teaching profession 
in their first few years of work. This is causing huge amount of wasteful resources invested in 
teacher education. Planning to retain beginning teachers in the teaching profession has become 
an urgent challenge for educational leaders. To investigate the significance of this issue, the 
authors interviewed over thirty elementary school principals from Jiangsu, Zhejiang and Shanxi 
provinces in China to solicit their strategies of working with beginning teachers. The result of 
this study discloses many principals’ valuable right-on-target strategies deserving public 
attention. Chinese principals took teaching specialization as the prioritized criterion for hiring 
new teachers. They mentored and supervised beginning teachers. They advised them for 
successful practices in effective teaching strategies, interacting with parents and guardians, 
handling disciplinary issues, ethics and behaviors, collaboration with colleagues, and 
professional development. Principals’ perspectives have contributed much to guiding the 
directions of  planning strategies to help new teachers in China.  

INTRODUCTION
Many new and highly qualified teachers left the teaching profession after a few years of 

teaching. This represents a great loss of community resources invested in teacher preparation 
(Britton, Paine & Raizen, 1999). An effective teacher retention program has to be planned and 
put to practice to keep some of the best teachers in our profession in place. In launching this 
extensive teacher retention program, school principals could play a very significant role in 
planning to work with new teachers to ensure that they are in a positive and inviting teaching 
environment.

CONCEPTUAL FRAMEWORK
Literature is abundant on the description of school principals helping new teachers in 

getting them established in the beginning years of their career. Hopkins’ study (2003) and Jiang 
and Chan’s study (2008) concluded that passion for teaching was the top criterion principals
employed in selecting new teachers. Studies by Alliance for Excellent Education (2004), Angelle 
(2002), Boss (2006), Johnson and Kardos (2002), Walker-Wied (2005), and Ubben and Hughes 
(1997) pointed to the fact that principals played a vital part in the induction of new teachers. 
School principals offered much professional support for new teachers (Gurule-Gonzales, 1995; 
King, 2004; Southeast Center for Teacher Quality, 2005; Stuart, 2002; and Tyson, 1999). 
Principals were given credit for inducing new teachers in the profession by setting up mentoring 
programs for them to work with veteran teachers (Colley, 2002; Gurule-Gonzales, 1995; Jiang & 
Chan, 2008; Mueller, 2000; Powell, 1992; Starr, 2002). Studies have shown that new teachers 
provided with formal mentors could improve their chances of success (Ullman, 2011). Serving as 
instructional leaders, principals could grant more released time to beginning teachers for lesson 
planning (Angelle, 2002; Colley, 2002; Stansbury, 2001), reduce the number of students in 
beginners’ classrooms, refrain from assigning them the most challenging students, and minimize 
their extracurricular and committee assignments (Stansbury & Zimmerman, 2000). In getting the 
new teachers to be familiarized with the school culture, principals can introduce beginning 
teachers into the school educational community (Boss, 2006; Colley, 2002; Moss, 1985; 
Stansbury, 2001). Principals advised beginning teachers in the following areas: learning from 
experienced teachers (Starr, 2002), observing effective classrooms (Boss, 2006), upholding 
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discipline (McCullough, 1992), and engaging in professional development (Gurule-Gonzales, 
1995; Stansbury & Zimmerman, 2000). On the other hand, Stansbury (2001) and Tyson (1999) 
cautioned that principals should hold high standard in assessing the performance of new teachers.  
After all, Green, Potts, Henderson, and Whitelaw (2004), Peter Harris Research Group, Inc. 
(2004), Ingersoll and Smith (2004), and Millet (2005) found that retention of new teachers was 
mostly the results of principals’ involvement in working with new teachers.  

Though most literature has indicated a positive relationship between principals and 
beginning teachers, Stonner’s study (1998) found that the impact of principal on new teacher 
competence was minimal. Powell’s study (1992) even claimed that school principal’s
contribution to teacher mentoring programs was minimal. McCullough (1992) also reported that 
new teachers’ success was largely determined by their pre-service preparation at college.

PURPOSE OF THE STUDY
Principals’ advice is important to beginning teachers as they start their teaching career 

and strive for success. Research on beginning teachers has focused on teachers’ responses and 
encounters. Few studies actually explored principals’ effort in assisting beginning teachers from 
the principals’ perspectives.  The purpose of this study was to examine Chinese principals’ 
perception of what beginning teachers needed to do to ensure success in schools in China and 
how they assisted beginning teachers in their schools. The findings of this study will help 
identify positive strategies in planning to work with beginning teachers in China and other 
countries. 

RESEARCH QUESTIONS
The research questions in this study are developed as follows:
1. What qualifications do Chinese elementary school principals look for in hiring new 

teachers?
2. What kind of assistance do Chinese elementary school principals provide to new 

teachers?
3. What are Chinese elementary school principals’ perspectives of successful practices 

for new teachers?

METHODOLOGY
Design

The study follows a descriptive design of qualitative nature. A qualitative design in this 
case provides ample opportunities for Chinese school principals to elaborate freely on their 
perspectives in working with beginning teachers. In data analysis, consistencies, themes and 
patterns of principals’ responses were closely observed and recorded.

Participants
This study involved 92 school principals using convenient sampling method from 

Jiangsu, Zhejiang and Shanxi provinces in southeastern and central parts of China. Of the 92 
survey questionnaires returned, 27 were from high schools, 29 from middle schools and 36 from 
elementary schools. This paper only reports on perspectives of elementary school principals. The 
majority of the elementary school principals was male with no college degree, in their first ten 
years of principalship, and had more than 16 years as classroom teachers.

Participants’ demographic information is displayed in the following table:
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Table 1
Demographic Information of Elementary School Principals
________________________________________________________________________
Categories                                                     
________________________________________________________________________

Years as principal   1-  5 (37.4%)             6-10 (37.04% )     11-15 (7.41%)
                                           16-20 (14.81%)              Over 20 (3.7%)      

Years as teacher                  1-  5 (0%)             6-10 (11.11%)           11-15 (11.11%)
                                            16-20 (25.93%)             Over 20 (51.85%)       

Highest degree earned:      No Degree (74.07%)       Bachelor’s (18.53%)
           Master’s (3.70% )            Doctoral (3.70%)

                 
Gender:               Male  (66.6%)                 Female (33.4%)                     
_______________________________________________________________________            

Research Instrument
The research instrument is a 15-item open-ended questionnaire designed by the 

researchers. (See instrument attached with this article.) It begins with demographic questions 
related to years of experience as a principal and as a teacher, highest degree earned, and gender. 
The 15 open-ended questions were derived from current literature relating to principals’ practices 
in working with beginning teachers, their advice in teaching and learning, and qualifications they 
look for when hiring beginning teachers. The instrument was professionally examined in
contents, format and language by experienced principals and educational leadership faculty in 
higher education. It was then piloted with 12 principals to ensure its validity. All constructive 
recommendations were incorporated in revising the instrument during the pilot study. The 
original version of the questionnaire was in English. It was translated into Chinese language for 
surveys with Chinese principals. 

Data Analysis
Data collected in this study were carefully organized and categorized to prepare for data 

analysis.  The researchers used the same data analysis method utilized in their previous study of 
American principals (Jiang & Chan, 2008). Data collected were coded under each of the 
following main categories and sub-categories: 

1)  Principals’ criteria in selecting new teachers: professional specialization. 
2) Principals’ assistance to new teachers: providing mentors, meeting with new teachers 

and suggesting other support mechanisms in school.
3) Principals’ perception of successful practices for new teachers: teaching strategies, 

parental relationship, disciplinary problems, handling cases of child abuse, collegial 
relationships, dressing and manners, professional development, and adapting to new school 
contexts.

The data were analyzed using content analysis to observe for consistencies and patterns 
of principals’ responses under each sub-category. Patterns of principals’ responses emerged 
through the researchers’ close examination of the coding of raw data. 
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RESEARCH FINDINGS
Findings of this study as a result of data analysis are organized and reported in the order of 

the research questions in the following sections. Under each research question, results are 
reported and discussed by each sub-theme supported by rich data derived from the 
questionnaires.

1. What qualifications do Chinese elementary principals look for in hiring new 
teachers?

In hiring new teachers, most Chinese school principals focused on teacher applicants’ 
high qualifications in their respective teaching fields. They looked for applicants who were 
“highly specialized in their fields” especially those “who had won teaching awards”. School 
principals were particularly interested in selecting teachers “who had 3-5 years of experience and 
had demonstrated leading capacity in their teaching areas”. Other principals’ criteria for selecting 
new teachers include passion for teaching, personality, ability for classroom management and
willingness to collaborate with others.

One principal stated that if the candidate’s qualifications met the subject matter 
requirement, she would then pay more attention to the candidate’s prior teacher experience and 
attitude toward teaching. Another principal emphasized that for candidates who did not have 
prior teaching experience, he would place higher priority on the candidate’s experience on team 
work as “it is essential for teachers to have collaborative spirit and communication skills.” For 
those who had prior teaching experience, he would place higher priority on the candidate’s 
classroom management skills.” One principal focused his selection criteria on whether the 
candidates have “passion, spirit of a child, patience as well as the ability to handle unexpected 
issues in school.”

2.  What kind of assistance do Chinese elementary principals provide to new teachers?
Chinese principals assisted beginning teachers by providing mentors, meeting with new 

teachers and suggesting other support mechanisms in school. Principals assigned mentors to
beginning teachers “to provide guidance and share successes/failures, lesson plans, and 
materials”. They advised new teachers “to humble themselves to learn from their mentors”. They 
should “respect their mentors” and “establish a network of communication” with their mentors.

In addition to learning from mentors on how to teach better and manage discipline more 
effectively, principals also advised new teachers to become involved in the mentor’s action 
research project through collaboration and contributing their relevant knowledge in the process. 
Principals also considered the ability of cooperation as essential to becoming a good teacher. In 
one principal’s words, “teaching is an occupation that requires working with others. If one cannot 
cooperate with others, then he/she will never be a good teacher…”

In addition to meeting with new teachers on challenges related to teaching or collegial 
relations, principals also encouraged new teachers to meet with them when “they have 
exceptional achievement to share as well as future plans” and “when they have suggestions or 
new ideas to improve the school.” It indicated that principals care about new teachers’ 
development and value their input for school improvement.

Besides the support that principals provide to new teachers and the mentors they assign 
to new teachers, principals also suggested other sources of support that teachers could utilize in 
school: (1) instructional support from the same subject matter colleagues; (2) classroom 
management support from other teachers who teach the same class of students; (3) support from 
office staff on daily work and life; and (4) support from young teachers on self-development 
planning. In one principal’s words, “a school is a big family which involves a cooperation 
process. This process requires a full support mechanism.”   
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3. What are Chinese elementary principals’ perspectives regarding successful practices 
for new teachers? 

Principals anticipated new teachers to demonstrate successful practices in the following 
areas in school: using effective teaching strategies, interacting with parents and guardians, 
handling disciplinary issues, handling cases of child abuse, collegial relationships, dressing and 
manners, continuing professional development, and adapting to new school contexts.

Using Effective Teaching Strategies. All school principals emphasized the importance 
of effective teaching by “learning the individual and academic background of the students”. In 
understanding the students they were working with, new teachers would be “psychologically 
prepared”. Chinese school principals advised new teachers to be well-prepared for class. “To 
provide students with a glass of water, teachers need to prepare for a bottle.” Other advices 
include “collaborating with experienced teachers”, and “establishing teaching goals and 
objectives”.    

One principal shared the following advice: 
First of all, get to know your students, understand their psychological characteristics, 
and fully activate their enthusiasm for learning. Secondly, have a complete 
understanding and grasp of the instructional material by doing a detailed and in-depth 
analysis of the textbook and other materials, paying particular attending to the key 
content areas as well as hard to understand materials in order to implement the 
instructional task more effectively.
Another principal’s advice included the following:
Know your teaching content well. It is important to clearly understand the information 
related to your instructional content prior to each class: for example, the arrangement of 
the textbook series you use, the contents of particular text book for you to teach for the 
class and the essential elements in the lesson. After the completion of the lesson plan, 
ask your mentor from the same grade level to provide feedback. Their support and 
mentoring will help you develop quickly. You can also learn from your mentor his/her 
instructional methods by observing his/her teaching when necessary.
The selected quotes from the principals indicated their expectations for new teachers to 

become successful professionals in schools in China. In addition, it also demonstrated their own 
mastery of the teaching and learning process as master teachers in school.

Interacting With Parents and Guardians. New teachers were expected “to initiate the 
communication with parents”. “Building the network for frequent communication” and “working 
with parents with respect” were the keys to a positive relationship. New teachers were also 
advised to “collaborate with parents with sincerity and logical reasoning”.  “Using positive 
language in describing student performance to parents” proved to work well with parents.”  One 
principal’s response summarized the key points shared by most of the participants:

[New teachers] need to proactively communicate with parents and guardians with 
enthusiasm. In order to establish  credibility with parents, new teachers should share 
with parents their children’s behavior and performance in an honest fashion by 
emphasizing the positive and shining aspects of their development…It is also important 
not to avoid any questions that parents have and inform them of their children’s 
shortcomings nicely.
In addition, Principals suggested “home visits” as an effective method of “shortening 

the distance between teachers and parents” and “demonstrating their respect for the parents”. 
They advised the new teachers to “listen to the parents with sincere attitude” during home visits 
and other meetings with them.

Handling Disciplinary Issues. In managing classroom discipline, principals advised 
new teachers “to establish clear behavioral expectations in class and follow through with 
discipline procedures”. They were expected to work with students “with patience and 
understanding”. Teachers could provide “guidance to students” by keeping them “reminded of 
positive behaviors”. Other advice by school principals included “recognizing students’ 
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outstanding performance”, “keeping cool and thinking twice before disciplining students”, and 
“counseling students with character education”.

One principal gave the following advice on handling classroom discipline:
New teachers need to understand that class discipline is the assurance of learning as well 
as the display of classroom culture. Class discipline requires teachers to use their 
personality charm to attract students. When managing classroom disciplinary issues, the 
most important aspect is for teachers to control their own emotion.
A female principal emphasized that new teachers should be both strict and loving in 

managing classroom disciplinary issues. She cautioned the new teachers not to make abrupt 
decisions but to step into the students’ soul and examine the issues from their perspectives.  
Based on the principals’ advice, new teachers should explore positive approaches to “charm” the 
students to paying attention to their instructional activities in class in order to ensure that student 
learning takes place.

Handling Cases of Child Abuse. Regarding advice on handling cases of child abuse, 
many school principals leaned on “understanding the situation by communicating with the 
parents”. “When teachers encounter a situation they don't feel they can handle or anytime they 
feel a student's safety and/or wellbeing are jeopardized, they need to lose no time in reporting the 
case”. One principal’s response was as follows: “When discovering a case of child abuse, new 
teachers need to find out the details of the incident before individually reporting to the school 
principal. After reporting, it will be handled by the school.”

It is worth noting that several principals also interpreted “child abuse” as possible 
physical punishment by teachers as well as the one taken place at home or out of school. They 
cautioned new teachers not to mistreat their students in their own classrooms. One principal 
wrote: “It is absolutely wrong to mistreat children. If it is done by others, it needs to be stopped 
as soon as possible…”   

Collegial Relationship. Most principals advised new teachers to “be modest and 
understanding” in working with colleagues in school. In addition, they emphasized the 
importance of “respecting others”, “frequent communication and exchange of ideas”, and 
“providing friendly help and support to others” in helping new teachers to build collaborative 
relationships with teachers and administrators in school. One principal stated his advice as 
follows:

New teachers need to use their eyes to observe, use their ears to listen and use their 
mind to think. They need to learn from outstanding teachers about their teaching 
methods as well as their outstanding traits and virtues with modest attitudes. When 
encountering perspectives that you find hard to accept, only seek for opinions of your 
colleagues in appropriate contexts…
Another principal advised new teachers to do their job well, willing to help others, 

communicate with colleagues often, treat people with honesty, respect school leaders, listen to 
others’ opinions and suggestions, learn from others and express their own opinions when it is
appropriate. It is sometimes unavoidable to encounter conflict in schools. The advice offered by 
one principal suggested that new teachers “consider the situation from the other person’s point of 
view” and “exchange opinions when both parties are present with smile and sincerity.” 

Dressing and Manners. With respect to dressing and manners, all participating 
principals agreed that new teachers need to “dress in a professional manner” and behave 
courteously to model for students appropriate behavior in school. They also cautioned that new 
teachers need to be aware of their “inappropriate habits” and avoid demonstrating them in school. 
Some principals especially advised new teachers not to wear “exaggerating clothes” or “sexy 
clothes” and emphasized that “simplicity” is the safest approach. One principal stated the 
following:

Teachers’ clothing and manners are the basic contents of their modeling behavior. 
Appropriate dressing will make one look young and in high spirit…Strange clothes are 
forbidden. New teachers need to dress appropriately, use healthy and standard 
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language…treat others with friendly attitude, keep calm in all situations and conduct 
oneself in an orderly manner…
This principal’s advice highlight the importance of dressing and manner as well as the 

participating principals’ expectations for new teachers’ dress and behavior code. In Chinese 
culture, teachers are highly respected by the society.  In Confucius philosophy, teachers are 
considered as one’s parents. Thus, their behaviors and actions are considered to be models for 
students to follow.  From the Chinese cultural perspective, these principals’ advice and 
seriousness regarding new teachers’ dressing and manners are highly relevant and worth noting.

Continuing Professional Development.  In professional development, new teachers were 
expected to take education as a lifelong career that accompanied with “continuous self-
improvement”. They were asked to constantly watch for their “instructional needs” in class. 
What they learned in professional development schools should be “tried out in real practice to 
test for its effectiveness”.  Specifically, one principal provided four areas of continuing 
professional opportunities for new teachers which were echoed by others: (1) review the 
knowledge gained in college and strengthen it by utilization, especially in using Pu Tong Hua 
(Standard Chinese); (2) actively participate in teaching and research activities; (3) treasure every 
opportunity to attend seminars/conference outside of school; and (4) proactively seek senior 
teachers for guidance to help improve teaching.

Another principal categorized professional development in two basic aspects: 
development of theoretical knowledge and development of real-world practices.  He considered 
that new teachers were generally full of the former knowledge as they just left colleges and 
universities but they were usually short of the latter. He suggested that professional development 
for new teachers focus on providing master teachers to help new teachers in their instructional 
practice. The master teachers could observe new teachers’ teaching and provide immediate 
feedback and suggestions for improvement. He also emphasized that master teachers need to 
provide more encouragement and praises so that new teachers can build their confidence as they 
develop their instructional expertise.

Adapting to New School Contexts. Chinese elementary school principals’ general advice 
to new teachers included: “taking initiative to cope with the new teaching environment”, “taking
opportunities to observe the school culture and learn by logical reasoning”, “devoting passion to 
your education career”, and “being modest and eager to learn from colleagues.”  In addition, 
principals suggested that new teachers make friends with colleagues who have common interests 
so that they could “develop together and share their success.” They also recommended to new 
teachers now to display personal traits that are significantly different from the majority of the 
colleagues to avoid being singled out. In other words, principals considered being able to get 
along with others as an important first step for beginning teachers in adjusting to the new school 
environment. Specific suggestions to the new teachers included “respecting others and being 
diligent by getting to school early, cleaning the office for everyone and even preparing hot water 
for senior teachers.” In sum, principals considered getting adjusted to the new school context as 
very important to new teachers and provided specific strategies and tips for new teachers 
regarding this topic.

Additionally, elementary school principals in China advised their new teachers:
To have passion in their teaching career, 
To love their students like their own children, 
To motivate students by identifying their potentials,
To be innovative in their instructional approach, and
To continuously upgrade their level of professional ethics.

One principal’s additional advice included the following: 
(1) New teachers need to have a strong sense of responsibility. They need to have an 
absolute serious attitude towards teaching. (2) The primary condition for becoming a 
good teacher is to have passion and like his/her students. It is essential to think about 
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instruction from the students’ perspective. In this way, a new teacher will be popular 
among students…
Another principal advised new teachers to continually accumulate and develop their 

own topics for action research “because action research is a ‘golden path’ to improving teacher 
quality and instructional effectiveness.” He also provided an example of a nationally famous 
expert teacher who spent sixty years of his life focusing on refining his teaching. He concluded 
his advice by stating that to become a good teacher is to continuously develop and refine one’s 
work.

DISCUSSION
The findings of this study have generated some interesting points worthy of discussion 

in the practical perspectives:
First, a study conducted by Hopkins (2003) indicated that principals unanimously 

pointed to “passion for teaching” as the most important criteria for selecting teachers. This was 
also confirmed by the results of Jiang and Chan’s study (2008). However, quite contrarily, 
elementary school principals in this study expressed their wishes to select teachers with 
specialization in their teaching areas. They did mention “passion” as a consideration for 
selection, but it was placed in a much lower priority. The finding of this study comes as a 
surprise to the researchers because one tends to recall the long Chinese history of respect to 
teachers for their passion and integrity.  

Second, studies by Angelle (2002), Boss (2006), Johnson and Kardos (2002), Walker-
Wied (2005), and Ubben and Hughes (1997) confirmed the positive impact of school principals 
on the retention rate of new teachers. Their position was strongly supported by the principals’ 
affirmative perceptions in this study. In contrast, the findings of this study disagreed with 
McCullough (1992), Powell (1992) and Stonner (1998) who concluded that new teachers’ 
success was determined primarily by pre-service preparation, not by principal mentors.  

Third, elementary school principals in this study assisted new teachers by mentoring and 
advising

to ensure that they got acquainted with their new work environment to be productive. Different 
aspects of professional assistance were offered to get new teachers established. These kinds of 
professional supports were also expressed by principals in the studies of Gurule-Gonzales (1995), 
King (2004), Southeast Center for Teacher Quality (2005), Stuart (2002), and Tyson (1999).  

Fourth, the mentoring role of school principals to new teachers was confirmed by 
studies conducted by Colley (2002), Gurule-Gonzales (1995), Jiang and Chan (2008), Mueller 
(2000), Powell (199), and Starr (2002). The findings of this study were consistent with those of 
the previous studies. Principals in this study assigned experienced teachers in school to serve as 
mentors to new teachers and took extra effort in encouraging strong communicative relationship 
between the mentors and the new teachers. New teachers were strongly advised to humble 
themselves to learn from veteran teachers. Similar advice to learn from experienced teachers was 
also given by principals in Starr’s study (2002), and Boss’s study (2006).

Fifth, school principals in this study placed much emphasis on the continuous 
improvement of professional knowledge and skills as teachers. They particularly advised 
teachers to improve in their areas of deficiency. Principals in Gurule-Gonzales’s study (1995) 
urged new teachers to plan their career by engaging in professional development.

Sixth, principals in McCullough’s study (1992) emphasized that class discipline should 
be made clear to both students and parents. School principals of this study were pointing to the 
same direction by advising new teachers to work with students in resolving discipline problems 
through exercising professional guidance, patience and understanding. 

Seventh, principals in this study repeatedly advised new teachers on their professional 
behaviors as teachers. They even suggested commonly accepted dressing codes of the teaching 
profession and also recommended publicly recognized teacher behaviors that deserve community 
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respect. Similar advisements to new teachers are not found in current literature relating to 
induction of new teachers. This finding may be related to Chinese culture and Confucian 
philosophy which highly respects teaching profession and considers teachers as parent-like role 
models for students in school.

IMPLICATIONS TO EDUCATIONAL PLANNING
Retaining the best new teachers in school is an important part of the educational 

planning effort. It helps to nurture the growth of new blood in the education body. The findings 
of this study have significant implications to educational planning toward supporting new 
teachers in beginning their career in education.

The findings suggest that all the planning for activities to help new teachers need to 
happen at the school setting. The first school where the new teacher is assigned to is the new 
home of the teacher’s career. Creating a conducive school teaching environment certainly 
provides the basic support a new teacher needs to survive in the first few years of teaching.

The principal is the head of the family in the teachers’ new home and certainly plays a 
significant role in the new teachers’ induction program. He or she makes major decisions in 
soliciting resources in support of new teachers. A loving and caring school principal inspires new 
teachers by role-modeling to be a respectful educator.

On the other hand, school systems need to establish policies in support of planning to 
help new teachers in school. These policies can specify policy implementation by school 
principals who will organize activities to help new teachers. With policy mandates, school 
principals can stand in a stronger position to develop and enforce the new teacher induction plan.

Then, a plan with goals and objectives has to be developed at school to specifically lay 
out the parameter of directions to help new teachers. A planning committee headed by lead 
teachers can be organized for plan development and implementation procedures. The committee 
can recommend personnel involved to be responsible for helping new teachers.

As seen in the findings of this study, administrators, faculty and staff of the school need 
to participate in the induction program in support of new teachers in school. It requires a great 
deal of team sharing effort to help new teachers succeed. School principals can take the lead in 
the activities of the induction program.

The entire school has to look at the No New Teacher Left Behind (NNTLB) goal to 
make sure that all the new teachers are well taken care of in all aspects of their professional life. 
The “big brother and big sister” concept should work very well in planning for new teacher 
induction. We need to be thinking of helping new teachers as others have helped us when we 
were once new.

CONCLUSION
Results of this study have shown that Chinese elementary school principals planned well 

in full support of new teachers in the beginning years of their teaching career. Their assistance to 
new teachers included different ways of mentoring and advising. They assigned them to veteran 
teachers who served as their mentors and also made themselves available any time when new 
teachers needed help. All the school principals in the study preferred selecting teachers who were 
specialized in their teaching fields to selecting those who had passion for teaching. 

School principals in this study placed much emphasis on advising new teachers to take 
initiative to learn the culture of their teaching environment and emerge themselves into it. New 
teachers were advised to respect their colleagues and build a strong collaborative relationship 
among them. The findings of this study contributed much to the knowledge of the educational 
planning field in that school principals were so anxious to suggest to new teachers that 
acceptance to the school culture laid the groundwork of success in their first teaching assignment. 

The unique findings of this study have stimulated the interest of the researchers to 
continue their effort in examining the data collected from lower secondary schools and upper 
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secondary schools. Because of different teaching and learning environments in secondary 
schools, the researchers anticipate additional findings as a result of data analysis.

All the valuable advisements offered by Chinese school principals to new teachers are 
certainly meaningful in planning to retain the best quality teachers. In fact, school principals 
were encouraging new teachers to take initiative to be part of the schools’ learning communities. 
Future studies could focus on how educational planning for new teacher induction can be 
practically implemented and how new teachers work and serve in collaboration with school 
principals and their veteran colleagues.  

The findings of this study have a wide global interpretation. The foci of school 
principals helping beginning teachers could vary by the significance of the culture embedded in 
the long histories of different countries. This Chinese version of principals’ perspectives would 
well serve as an excellent reference for other countries that are in the same position of planning 
to retain their best teachers in the education profession. 
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Attachment: Qualitative survey instrument

Research on “Principals Working with Beginning Teachers”
Principal’s Survey

Demographics: Please check one in each of the following items.

School Level: _____ Elementary    _____ Middle   _____ High

Years as School Principal: _____   1 –   5 _____   6 – 10
  _____ 11 – 15 _____ 16 – 20

_____ over 20

Years as  Classroom Teacher: _____   1 –   5 _____   6 – 10
  _____ 11 – 15 _____ 16 – 20

_____ over 20

Highest Degree Earned: _____ B. A.                _____ M. Ed.
_____ Ed. D./Ph. D. _____ No academic 

degree

Gender: _____ Male ______Female

Questions: Please respond to the following questions on how you work with beginning 
teachers in your school. You may write at the back if you need extra space.

1. What are the qualifications school principals look for when they hire new teachers?
2. What do you advice new teachers in handling disciplinary issues in their classrooms?
3. What advice would you like to offer to new teachers regarding relationships with their 

supervisors and peers?
4. When should a new teacher come to see the principal?
5. In your opinion, under what conditions should a teacher make referrals?
6. What kind of assistance can a new teacher seek on campus?
7. What advice would you offer to new teachers in dealing with parents and guardians?
8. What advice do you have for new teachers in terms of dressing and manners?
9. In your opinion, when should teachers report suspected child abuse or other kinds of 

abuse?
10. How would you advise a new teacher on class preparation?
11. How would you advise a new teacher on continuous professional development?
12. How would you advise a new teacher on working with his/her mentor?
13. How would you advise a new teacher on getting acquainted with his/her working 

environment?
14. Is there any other advice that you would like to share with new teachers?
15. Would you like to share any surprises that have happened to you or others as first year 

teachers?
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THE RELATIONSHIP BETWEEN STUDENT PERCEPTIONS OF SCHOOL 
EFFECTIVENESS AND STUDENT ACHIEVEMENT: IMPLICATIONS FOR 

EDUCATIONAL PLANNING

ARVIN D. JOHNSON

ABSTRACT
This study was designed to examine relationships between student perceptions of school 
effectiveness and student achievement in mathematics and reading. Data were collected from over 
350 middle school students in a large southeastern school district in the United States. The results 
revealed statistically significant correlations among the different student perceived aspects of 
school effectiveness. In addition, a statistically significant correlation between mathematics and 
reading achievement scores on standardized test was revealed. Data did not yield any statistically 
significant correlation between the student perceptions of school effectiveness and student 
achievement. These findings are contradictory to empirical research on school effectiveness and 
student achievement.  Notwithstanding these contradictions, the results of the study provided a 
foundation for discussion of educational planning issues and implications for educational 
planning practices. 

INTRODUCTION
Public educators across the nation are facing increasing pressure to reduce the

achievement gap and find innovative ways to improve student achievement. Scores of initiatives,
policies, laws, school and school district reorganizations, and school improvement documents
reveal this pressure. Many Americans simply feel that public educators are not doing an acceptable
job of educating children. Hess (2015) contributed to this belief with this statement, “The United
States boasts the world’s highest per capita income and one of the best-funded school systems, yet
our children fall below international norms in graduation rates and test performance” ( p. 1). 
Statements and feelings similar to these stimulate research and inquiry into variables that are related
to student achievement.

One of the original drives for increased student achievement came from the No Child 
Left Behind Act (2002). This act, signed into law in 2002, mandates that all students receive 
quality educational services and that schools show adequate yearly academic progress (Munich & 
Testani, 2005). However, this law has been replaced with the 2015 Every Student Succeeds Act. 
The Every Student Succeeds Act maintains the fundamentals of the No Child Left Behind Act 
including high educational standards, accountability, and closing the achievement gap. The new 
law is designed to provide more flexibility to states and local school districts by considering the 
unique needs of the community (Klein, 2015).

RATIONALE
Research on effective schools can help educators and legislators better understand what 

relationships exist between effective school practices and student achievement. Research in this 
area could reveal advantageous findings for educators and be conducive to meeting some of the 
goals of the Every Student Succeeds Act. The use of federal policy to improve student 
achievement underscores the need and significance of research in this area (Hargreaves et. al., 
2014). Research providing explanations that may help educators and legislators solve some of the 
achievement problems in our country must be supported and encouraged. 
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BACKGROUND OF THE STUDY
A large majority of the research on effective schools began approximately 40 years ago. 

Understanding the historical foundations of educational can assist in handling the complex 
changes and issues faced today. Several seminal studies provide the historical framework for 
understanding of effective schools. The Coleman Report (1966) examined the relationships 
between many individual and social factors and school learning. The report concluded that other 
factors, not the school quality, were the primary determinants of academic achievement (Lezotte, 
1991). These factors were family background, socioeconomic status, school demographics, 
student perceptions of environmental control, teacher’s literacy level, and student background. 
This is possibly the report that spawned the effective schools movement, as these findings were 
the catalyst for many research studies on improving student achievement and school effectiveness
(Hargreaves et. al., 2014).

A major historical report that influenced effective schools research was A Nation at 
Risk, published in 1983 (National Commission on Excellence in Education). This report changed 
many perceptions about education in America. It suggested that there was a need for a more 
challenging school curriculum in the United States. This was due to research findings that revealed 
students in the United States were falling behind foreign counterparts in many academic areas. 
This report suggested that America’s dominance as the world leader in education, commerce, 
industry, science, and other areas was being surpassed by counterparts across the globe. This 
report was based on documented research that concluded the following dreadful results: When 
compared to other developed nations, American students were not first or second on 19 academic
tests. Almost 23 million Americans were illiterate. The average achievement level of high school 
students in the United States on standardized tests was lower than when Sputnik was launched in 
1957. There was a steady decline in science achievement scores as measured by national 
assessments of science in 1969, 1973, and 1977. Many other disturbing conclusions were revealed 
in this report. This report and other studies further invigorated the pursuit of marked 
improvements in academic achievement and the creation of more effective schools in America.

PURPOSE OF THE RESEARCH
The primary purpose of this research was to determine if a correlation existed between 

student perceptions of school effectiveness and student achievement. The research question was: 
What effective school variables, as measured by student perceptions, best correlate with student 
achievement in mathematics and reading? The correlations between student perceptions of school 
effectiveness and student achievement provides a rationale for school leaders to transfer more 
school-wide focus on the specific correlates as a means of improving student achievement (Barber, 
Whelan, and Clark, 2010; Jacobson, 2011)   

SIGNIFICANCE OF THE RESEARCH
One of the major problems today’s educators face is determining why student 

achievement is not improving in all schools and for all students. Trust in public schools has 
eroded, schools are under extraordinary surveillance, and stakeholders are demanding 
improvements in student achievement (Tschannen-Moran, 2014). A clear and present example of 
this pressure is reveal in the Every Student Succeeds Act of 2015. School districts are responsible 
for delivering improvements in student achievement and educators are held accountable when they 
do not (Schlechty, 2011).  Statewide standardized testing is a primary measure of accountability. 
This accountability travels directly to the individual teacher via individual student test scores. 
Test-based accountability places great pressure on administrators and teachers to take appropriate 
steps to improve student achievement in public schools. The pressure for increased improvements 
in student achievement and educator accountability illustrates the national significance of research 
on student achievement. The significance of this study is that the data inform educators on 
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variables that may have a relationship to student achievement. Data obtained from this research 
can also yield valuable information to educators in terms of the school effectiveness. The results 
should have an impact on how administrators interact with students and their staff. This 
comparative study could guide educators to pursue further, more refined, research on school 
climate variables and student achievement.

REVIEW OF THE LITERATURE
Definitions

The definition of an effective school may vary depending on a number of factors. Some 
definitions are single sentences, while others are based on policy or procedures. Some researchers 
have suggested that there is no agreement on what makes an effective school (Reid, Hopkins, & 
Holly, 1987). This lack of wide-spread agreement continues in the field of education today.  

Trujillo (2013) analyzed school effectiveness over 50 empirical studies to identify 
frequently referenced correlates of effective schools districts. Results of his analysis indicated that 
the correlates leading to higher student achievement were: standards-based curriculums, strong 
instructional leadership, frequent monitoring and evaluation, and focused professional learning. 
This finding supports some of the seminal studies on effective schools from nearly four decades.

The study of Dobbie and Fryer (2011) on school effectiveness suggested that some of the 
currently referenced measures of school effectiveness such as class size, student funding, and 
certification did not have a strong positive relationship with student achievement. In contrast, the 
research supported some of the research found in the seminal studies on school effectiveness. 
They found that frequent teacher feedback, data usage to inform instruction, large-scale tutoring, 
student time on task, and high expectations contributed to nearly half of the effectiveness of 
schools. 

Horng and Loeb (2010) sought to describe effective schools through a new lens of 
instructional leadership. They reported that traditional ingredients of effective schools centered on
the narrow areas of teaching and learning, strong school leadership, and curriculum and 
instruction. Their research suggests that strong organizational management should define effective 
schools more than principal participation in daily classroom instruction. The results indicated that 
strategic hiring, teacher support, and resource allocation had a larger impact on student 
achievement than the traditional ingredients of instructional leadership. They found that principals 
who spent more time on organizational management activities had better student achievement 
results.  

Most current definitions are centered on overall student achievement regardless of factors 
such as ethnicity, socioeconomic status, gender, or other factors. Lezotte (1997) described 
effective schools as schools that are successful in educating all students regardless of their 
socioeconomic status or family background. 

Many definitions cover pertinent aspects in defining effective schools, and most have 
valid points that are specific to many schools. Defining an effective school creates controversy 
because many formulas and definitions currently exist. A definition of an effective school is in 
many ways dependent upon the specific school in question. For example, schools that serve 
primarily low-achieving students may define effectiveness in terms of student gains, while schools 
serving high-achieving students may measure effectiveness through individual student
achievement levels. This would be an example of gains versus absolute achievement as a qualifier 
of school effectiveness. Some schools may measure achievement through whole-school 
achievement levels, while others measure achievement through student subgroups. An effective 
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school will be defined differently depending on the faction providing the definition. An important 
point for educators is that every school has specific needs, and a single set of characteristics 
cannot be used to measure the effectiveness of every school.

   
Seminal Studies

Much literature on effective schools extends back to the 1970s. These research studies 
and findings are among the first commonly known publications and reports which facilitated the 
start of research into effective schools. This line of research has evolved over time and has 
contributed valuable findings to educators, policy makers, and the general knowledge base. Many 
of the classical studies have led to further, more in-depth research which has produced a variety of 
results. These studies helped establish this major research area.

Odden (1995) reviewed results from effective school research. Odden identified seven 
common principles that researchers attribute to an effective school. Five of his findings directly 
support the five correlates of effective schools that Edmonds (1982) identified. Odden identified 
strong instructional leadership; high, but realistic expectations; a safe and orderly school; 
monitoring student progress; consensus of school academic goals or mission; instructional teacher 
engagement; and continuous professional development. Odden’s research directly supports the 
original five correlates and provides support for teacher engagement, one of the characteristics 
often identified in effective schools research. Other researchers have conducted similar reviews 
with similar findings.

Wang, Haertel, and Walberg (1995) conducted a review of school effectiveness literature 
reported over 25 years. The researchers studied over 20 major studies from all the major areas of 
school effectiveness research: input-output studies, case studies, outlier studies, and process-
product studies. They found that most of the studies reported findings that were similar. Based on 
this review of studies and literature, Wang et al. suggested that the following characteristics could 
affect student achievement: strong instructional leadership, high expectations, clear academic and 
behavioral goals, safe and orderly school climates, maximizing student time, and academic 
emphasis. Their findings align with other studies that have listed common characteristics of an 
effective school. Their study is significant because it provided a review of many of the classical 
studies.

Mortimore and Sammons (1987) conducted a study in the United Kingdom on 
elementary school effectiveness. Researchers wanted to determine if different student intake 
characteristics were related to school effectiveness. Trained researchers made observations in 
schools and in classrooms to determine which variables were present in effective schools but not 
present in ineffective schools. The 10 differences noted in their study were a positive climate, 
parental involvement, instructional leadership, active involvement of vice principals, work-
centered environment, continuity of teachers, involvement of teachers in curriculum planning, 
sharply focused lessons, frequent communication among children and teachers, and careful record-
keeping.

Ronald Edmonds (1982) was one of the first researchers to study characteristics of 
effective schools. Edmonds’ research encouraged other researchers to study the common 
characteristics of effective schools. Edmonds published Programs of School Improvement, a 
report based on qualitative research conducted by Edmonds and his associates. Edmonds began by 
identifying schools that were considered effective schools. These schools were successfully 
educating students regardless of race, socioeconomic status, and other factors. After identifying 
these schools, Edmonds and his research team identified the common characteristics in these so-
called effective schools. Characteristics such as philosophies, procedures, policies, and practices 
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were encapsulated and grouped. After close examination, Edmonds found that effective schools 
had several common characteristics. These characteristics became known as the correlates of 
effective schools. There were five original characteristics found: strong instructional leadership, a 
strong instructional focus, teacher behaviors that convey high expectations, frequent monitoring of 
student achievement, and a safe and orderly school (Lezotte, 1997). The early correlates studies 
served as a starting point for many other studies that have focused on the characteristics of an 
effective school.

Brookover and Lezotte (1979) conducted a large study of 68 elementary schools to study 
expectation levels, academic norms, sense of academic ineffectiveness, and other factors of 
schools as they related to student achievement. Corollary case studies included a random sample 
of schools that were effective, but served students from families with a low socioeconomic status. 
The results yielded that school climate is a strong forecaster of student achievement. In other 
words, the school climate and students’ perception of their education are related to student 
achievement. In total, climate variables accounted for 73% of the variance in student achievement. 
The Brookover and Lezotte study was among the first that contributed to the knowledge base of 
effective schools.

Some reviews may also be considered classical because they provided syntheses of 
classical studies after they were conducted.

Findings in the studies I have described led the way for further research in the area of 
effective schools. These seminal studies and reports were pioneering research that recounted the 
record of how and why effective schools research came into existence. These studies also served 
as the developmental lens through which the overall construction and evolution of effective 
schools research is revealed.

Correlate Studies
Shatzer, et. Al. (2014) conducted research to determine the impact of transformational 

leadership and instructional leadership on student achievement. The results revealed that 
instructional leadership explained more of the variance in student achievement than 
transformational leadership. This findings support the correlation between instructional leadership 
and student achievement.

Romero-Zaldivar, et. Al. (2012) conducted research to observe the relationship between
using virtual appliances to frequently monitor student progress and student achievement. 
Monitoring student progress with virtual appliances involves using computer simulations to 
monitor student progress. The results revealed a significant correlation between monitoring 
student progress via virtual appliances and student achievement. These findings are aligned with 
other empirical research that supports the idea that frequent monitoring of student progress has a 
positive relationship with student achievement.

Sebastian and Allensworth (2012) used a multilevel structural equation to observe the 
relationship between principal leadership and student achievement. One of the findings from this 
study suggests that student achievement was related to principal leadership, but only through the 
learning climate created. This finding supports research that has suggested that instructional focus 
is positively related to student achievement. A strong instructional focus is one of the original 
correlates of effective schools (Edmonds, 1982).

One of the original correlates of effective schools is strong instructional focus. Hallinger 
(2011) conducted research to identify leadership influences on school improvement over the past 
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30 years. The researchers examined data from numerous empirical studies and found that 
leadership impacted school improvement in several ways to include; the principal can influence 
school improvement by collaborating with others; principal leadership should build capacity for 
school improvement.

Valentine and Prater (2011) conducted research to examine the relationship between 
instructional leadership and student achievement. The researchers found that positive principal 
instructional behaviors were correlated with higher student achievement. The research also 
suggests that leaders who had a modeled vision had the strongest correlation to student 
achievement. This research supports the idea that instructional leadership is linked to student 
achievement.

Delisio and Dunne (2007) explored three effective schools in New York to observe what 
strategies were used to make the schools effective. The schools in the study all served primarily 
low-income and minority students. These schools were identified as effective by high standardized 
test scores despite high poverty levels. The researchers visited all three schools with the intention 
of identifying common strategies through interview, survey, and observation. The study revealed 
that there was no panacea that worked for all schools, but there were patterns that identified how 
these schools supported student achievement. The most common characteristics in all schools 
were teacher engagement of students, small class size, high expectations about behavior and 
academics, dedicated and caring staff, and structured daily rituals and routines. This study 
supports one of the original correlates of effective schools and the related findings.

Waters, Marzano, and McNulty (2004) conducted a literature review of studies that 
suggested effective school leadership can bolster student achievement. In their study, the 
researchers reviewed more than 5,000 studies that observed the effects of school leadership on 
student achievement. This number was reduced to 70 studies that reported actual quantitative 
school data on student achievement and instructional leadership. Waters et al. asked teachers 
(14,000) to rate their principals’ leadership abilities. Results revealed a positive correlation 
between teacher perceptions of effective instructional leadership and student achievement. The 
researchers also identified 21 areas that defined effective instructional leadership and are 
correlated with student achievement.

Edmonds’s (1982) original correlates of effective schools were strong instructional focus, 
frequent monitoring of student achievement, strong instructional leadership, teacher behaviors that 
convey high expectations, and a safe and orderly school. Many of the studies in this literature 
review report findings that support the original correlates of effective schools and other variables.

METHODOLOGY
The intent of this study is to examine the relationship between student perceptions of 

school effectiveness and student achievement. Correlation and descriptive analyses were the 
primary means of data analyses. The research hypothesis was as follows: When student 
perceptions reflect a higher presence of the characteristics of an effective school, higher levels of 
school achievement will be observed.

Sample
A cluster of middle school students in a large urban school district in Florida were used in 

this study. Student participants completed a form of the More Effective Schools survey 
instruments. Principals at selected schools who agreed to participate were asked to randomly select 
two eighth-grade homerooms to participate in the study. Each homeroom had approximately 20-25
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students. Two magnet schools and one specialized school were not included because their student 
bodies are not representative of middle school students in this district. 

Instrument
An established 50 item Likert-type student survey called the More Effective Schools 

Surveys were used to obtain the eighth-grade students perceptions of school effectiveness. The 
More Effective Schools Surveys, developed by Cardella, Sprecher, Sudlow, and Spencerport 
Central Schools (2000), are instruments that assess parent, student, and staff perceptions of school 
effectiveness. The Catalogue of School Reform, National Diffusion Network, United States 
Department of Education, and the New York State Education Department provided evidence of 
the validity of the uses of the surveys through a review of the research and literature. Content 
validity was assessed by a panel of experts and knowledgeable practitioners. 

The surveys measure student perceptions of seven effective school constructs: clear 
school mission, frequent monitoring of student progress, high expectations, instructional 
leadership, home-school relations, time on task, and safe and orderly environment. Each construct 
is measured by numerous questions. Using SAS (Version 9.1), coefficient alphas were determined 
for student items in each subscale. All of the alpha coefficients domains were within the preset 
acceptable range of .70 or higher, except for the opportunity to learn domain, which yielded an
alpha coefficient of .67 (See Table 1). 

Table 1
Student Internal Reliability Estimated Using Raw Scores

Domains (Constructs) Reliability

Clear school mission .70

Frequent monitoring .73

High expectations .78

Home/school relations .70

Instructional leadership .74

Opportunity to learn .67

Safe and orderly environment .78

Reliability for all items .92

DATA COLLECTION
More Effective Schools Surveys

After permission to conduct research was granted by the school district and principals, 
data collection began by preparing the school contact persons to provide instructions to teachers 
on the administration of the More Effective Schools student surveys. Two homerooms were 
randomly selected by the principal at each school. Of the 1,150 parental consent forms sent to 
parents, 365 parents (approximately 32%) consented to their child’s participation in the study. All 
of these student surveys were used in the data analysis. 

Student Achievement Measures
The data on student achievement were obtained from school achievement data through 

the local Department of Education, which produces an annual report that provides detailed 
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information on school performance on state-wide standardized testing. This report aggregates 
student achievement data and provides the mean scale and developmental scores by district, 
school, and grade level in mathematics and reading. In this study, the mean scale scores were used 
as the measure of student achievement in mathematics and reading. Eighth-grade school 
achievement data in mathematics and reading were observed over a 3-year period and were used 
to examine the relationships between perceived school effectiveness and student achievement.

DATA ANALYSES
Data obtained from the More Effective Schools Surveys and the state-wide test scores 

were analyzed using the SAS version 9.1 to determine the relationships among the seven subscales 
of the More Effective Schools Surveys. It is important to recognize these relationships because the 
subscales are the correlates used to define effective schools. A Pearson product-moment 
correlation coefficient provides information about the relationship between two variables on a 
scale of -1.00 to 1.00 (Iversen & Gergen, 1997). A significance level of .05 was used for all 
statistical tests. Results of the data analyses are reported in Table 2. Eighteen of the 21 (86%) 
correlation testings were statistically significant. The strength of the correlations among the 
student subscales ranged from .45 to .91. This suggests that all student subscales that were 
statistically significant had moderate to strong relationships. 

A Pearson product-moment correlation analysis revealed a strong positive relationship 
between mathematics and reading achievement using the achievement results from the schools that 
provided responses to the More Effective Schools surveys (r = .97, p < .01). Results of the 
correlation analysis indicated statistically significant relationship between one of the subscales of 
student perceived school effectiveness (home/school relations) and student achievement (r = -.21 
for mathematics and r = -.27 for reading). No other statistically significant relationships were 
revealed between student perceived school effectiveness and student achievement (See Table 3).

Table 2
Student Subscale Pearson Product-Moment Correlations for More Effective Schools Surveys
Domains S1 S2 S3 S4 S5 S6

S1. Clear school 
mission —

S2. Frequent 
monitoring .79** —

S3. High
expectations .77** .78** —

S4. Home/school 
relations .60** .53** .41 —

S5. Instructional 
leadership .57** .77** .77** .17 —

S6. Opportunity to 
learn .84** .76** .79** .16 .69** —

S7. Safe and orderly
environment .91** .68** .70** .51** .45** .80**

**p <.05

Student Achievement Measures 
The data on student achievement were obtained from school achievement data through the local Department of Education, 

which produces an annual report that provides detailed information on school performance on state-wide standardized testing. This
report aggregates student achievement data and provides the mean scale and developmental scores by district, school, and grade level 
in mathematics and reading. In this study, the mean scale scores were used as the measure of student achievement in mathematics and 
reading. Eighth-grade school achievement data in mathematics and reading were observed over a 3-year period and were used to 
examine the relationships between perceived school effectiveness and student achievement. 

DATA ANALYSES 
Data obtained from the More Effective Schools Surveys and the state-wide test scores were analyzed using the SAS version 

9.1 to determine the relationships among the seven subscales of the More Effective Schools Surveys. It is important to recognize these 
relationships because the subscales are the correlates used to define effective schools. A Pearson product-moment correlation 
coefficient provides information about the relationship between two variables on a scale of -1.00 to 1.00 (Iversen & Gergen, 1997). A 
significance level of .05 was used for all statistical tests. Results of the data analyses are reported in Table 2. Eighteen of the 21 (86%) 
correlation testings were statistically significant. The strength of the correlations among the student subscales ranged from .45 to .91. 
This suggests that all student subscales that were statistically significant had moderate to strong relationships.   

 A Pearson product-moment correlation analysis revealed a strong positive relationship between mathematics and reading 
achievement using the achievement results from the schools that provided responses to the More Effective Schools surveys (r = .97, p
< .01). Results of the correlation analysis indicated statistically significant relationship between one of the subscales of student 
perceived school effectiveness (home/school relations) and student achievement (r = -.21 for mathematics and r = -.27 for reading). No 
other statistically significant relationships were revealed between student perceived school effectiveness and student achievement (See 
Table 3). 

Table 2 
Student Subscale Pearson Product-Moment Correlations for More Effective Schools Surveys 
Domains S1 S2 S3 S4 S5 S6

S1. Clear school mission  — 

S2. Frequent monitoring .79** —

S3. High expectations .77** .78** —

S4. Home/school relations .60** .53** .41 —

S5. Instructional leadership .57** .77** .77** .17
—

S6. Opportunity to learn .84** .76** .79** .16 .69** 
 — 

S7. Safe and orderly environment .91** .68** .70** .51** .45** .80** 

**p <.05 

Table 3 
Correlations between Student Subscale Scores on the More Effective 
Schools Survey and Mathematics and Reading Achievement Scores 

Domains Mathematics Reading 
Clear school 
mission -.05 -.03 

Frequent 
it i

-.10 -.05 
High 

t ti
-.10 -.03 

Home/school 
l ti

-.21** -.27** 
Instructional 
l d hi

-.26 -.23 
Opportunity 
t l

-.11 -.06 
Safe and 

d l
-.08 -.01 

Mathematics    .97** 
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Table 3
Correlations between Student Subscale Scores on the More Effective
Schools Survey and Mathematics and Reading Achievement Scores

Domains Mathematics Reading

Clear school mission -.05 -.03

Frequent monitoring -.10 -.05

High expectations -.10 -.03

Home/school relations -.21** -.27**

Instructional leadership -.26 -.23

Opportunity to learn -.11 -.06

Safe and orderly environment -.08 -.01

Mathematics .97**

**p <.05

DISCUSSION
I expected to find that the correlations among the domains of the More Effective Schools 

Surveys would yield small positive correlations because they are intended to measure different but 
complementary aspects of school climate. However, I did not expect them to be highly correlated 
with each other because they were purported to measure different aspects of school climate. This 
suggests that aspects of school climate that were measured are related. This finding suggests that 
there is a need for more research on different aspects of school culture. 

Only one subscale of student data from the More Effective School Surveys indicated
statistically significant relationship with student achievement. These results contribute to the 
knowledge base in education research and the practice of school-based leadership. Many other 
empirical studies also suggested that school climate did have a significant relationship with 
student achievement. Researchers and school administrators would be extremely erroneous to 
presume there is no significant relationship between the two. Based on my experience as a former 
school administrator and researcher, I strongly believe that aspects of school climate and student 
achievement are positively related. This relationship maybe indirect and modest, but cannot be 
dispensed based on the finding in a single study. I offer a discussion of potential explanations of 
these data and seek to continue efforts to study this area. 

There were many factors that could have influenced these results. Sampling procedures 
were vital in the results yielded in this study. Student cluster samples were used to administer the 
More Effective Schools surveys in this study. The More Effective Schools surveys in this study 
were not a requirement for every student. Participation was strictly voluntary. The mental state of 
students when they took the surveys may have influenced their responses. Finally, these results 
illustrate the difficulty of measuring and reporting school climate variables without consideration 
of other influential factors. Results of data analyses provide a foundation for several conclusions 
and recommendations for educational planning and practice. 
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CONCLUSIONS

The first conclusion is that measuring school climate can be an elusive and imprecise 
task. School climate is comprised of many different aspects. As was the case in this study, the
instrument used measured seven domains of school climate. Researchers must acknowledge the 
difficulty of measuring a construct and continually try to find ways to adequately perform the task.

Second, the results obtained from this study are tentative and would need to be confirmed 
by more research. Although earlier research has suggested that the school climate variables 
observed in this study were positively related to student achievement, it is the responsibility of 
researchers to be doubtful and to continue examining these variables. Because of the results in this 
study, more research is warranted. Development cannot be arrested when research provides results 
contrary to conventional wisdom. Researchers must continue to examine school climate variables 
in many different educational settings.

Third, defining an effective school is a difficult task and there are many valid approaches 
to defining an effective school. The review of the literature illustrated some of the controversy of 
defining an effective school. When conducting research on effective schools, researchers must 
decide which approach is most appropriate for their particular interest. Researchers must 
determine if using a blanket shared definition or idiosyncratic definitions for different settings 
would be most appropriate for their research.

Fourth, school climate data are very important to the overall functioning of schools. Prior 
research and the results in this study have revealed the importance of school climate. It is 
important to local administrators because the impact of school to school culture and climate cannot 
be over looked. Numerous educational scholars and consultants have written about the importance 
of school climate.

Finally, as the findings from this study illustrate, mathematics and reading achievement 
are closely related. This is also a very common finding in research. This conclusion has several 
implications for practice. School-based administrators should capitalize on this finding that is 
consistent in empirical research. 

One of the goals of this study was to provide recommendations to inform practice and the 
field of education and educational planning. The recommendations are advisory guidelines and are 
provided with the understanding that every school has specific dynamics that only relate to that 
school. The recommendations may not be applicable to every school situation and/or setting. 
Therefore it would be imprudent to consider these recommendations as prescription to creating an 
effective school in every setting. Educational planners should consider geographic location, 
socioeconomic status of student families, family background, teacher stability, teacher education 
and experience, and other factors when determining the effectiveness of a school. These 
recommendations are based on a study from one large urban school district. Nonetheless, these 
recommendations should provide considerations for educational planners who seek to make 
improvements in the academic and social functioning of schools.

Recommendation 1: Future researchers in this area of study should be cautious about 
attempting to examine school climate domains individually. It may be more viable to observe 
school climate as a single construct, because domains of climate examined in this study revealed 
that the domains were closely related to each other.
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Recommendation 2: Future researchers should be very careful when selecting sampling 
types for school climate research. In most cases, researchers should attempt to obtain large random 
samples for research. Random sampling approach is expected to be more representative of the 
population than cluster and convenience samples.

Recommendation 3: Administrators should emphasize the relationship of mathematics 
and reading to faculty. The two subject areas must be integrated to maximize the impact on 
student achievement. Mathematics teachers should be encouraged to integrate reading skills into 
their lessons/student activities and reading teacher should be encouraged to do the same for 
mathematics. Neither subject should be taught in isolation. Because studies examining these 
relationships are correlational, it cannot be determined which subject influences the other. This is 
why it is recommended that subjects are synchronously delivered to students. Mathematics 
requires adequate reading skills for successful understanding and completion of many 
components. Reading is also enhanced by the ability to use processing and reasoning skills 
involved with mathematics. This type of pedagogy will allow students to synthesize information, 
which is a skill that requires higher-order thinking. Student using higher-order thinking is a skill 
aligned with common-core like instruction, a long held best practice, and a student- ability most 
school administrators wish to observe in classrooms.  

Recommendation 4: School-based administrators must keep classroom instruction as the 
primary focus to improve student achievement. While many variables impact student learning, 
classroom instruction has the most impact on student achievement among variables that can be 
controlled at the school level. However, students are the product of schools and are too unique to 
regulate the depth of their educational experience to student achievement. Many ancillary 
variables, such as school climate and culture, have an indirect impact on student achievement and 
the overall educational experience. These variables cannot be marginalized and should be 
strategically integrated to support classroom instruction and the overall learning environment 
based on the specific needs students within the school.      

Recommendation 5: Future researchers should investigate other ways to examine school 
climate. Perception data were used in this study, but other ways could include, but are not limited 
to, community perceptions of school quality, focus groups and interview data, and reports of 
discipline violations.

IMPLICATIONS FOR EDUCATIONAL PLANNING
The insight yielded from this research presents several implications for educational 

planning researchers and practitioners. The one of the rudimentary goals of educational planning is 
to design educational experiences that will provide a foundation for student success. This study 
provides recommendations for educational planners that can help the process of mapping out 
strategies to ensure that students are afforded an optimal learning environment that emphasizes the 
correct components of school culture. Because data in this study were limited, educational 
planners must continue to explore the importance of school culture and how it impacts the learning 
environment. This research provides educational planners an impetus to examine other areas of 
school culture that were not captured in this study. There are many aspects of school culture not 
examined in this study, but may be related to the seven areas addressed. For instance, 
cyberbullying, social media, video-taping of incidents, threats of terrorism, socio-emotional 
interactions, discrimination, and other areas may be included as planners continue to study school 
culture.  As stated in recommendation three, there is a strong positive correlation between math 
and reading achievement. This finding should compel educational planners to examine ways to 
ensure that the curriculum have the two subjects embedded and delivered in a systematic manner. 
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In recommendation four, educational planners are reminded that the primary determinant of 
student achievement is classroom instruction and that all other variables are support variables. 
When planning for student academic success, educational protocols must include plans to 
continuously examine classroom instruction. Educational planning involves studying variables 
that are, or have the potential to be, related to student achievement. This research contributes to 
this knowledge base and provides next steps and recommendations for educational planners.  
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PRINCIPAL TRANSFORMATIONAL LEADERSHIP IN ISRAEL AND 
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ABSTRACT
Nations throughout the world continue to examine how to improve their system of education in 
terms of improving student achievement, so that each student has the opportunity to be a 
productive and successful member of the global society. For this to occur, each school must be 
successful in the development of high quality teaching and learning.  School leadership is a 
critical component, since the principal has tremendous influence in transforming the culture by 
influencing, inspiring, challenging, and motivating teachers to continuously grow and improve. 
The goal of this study was to examine the teacher perceptions of the transformational leadership 
skills of school principals, according to the teachers’ school level and setting, in both Israel and 
the United States. The study includes 615 Israeli teachers and 514 American teachers (n= 1,129). 
Results indicate that Israel teachers perceive transformational leadership of their principals 
significantly higher than teachers in the United States, particularly with the relationship between 
the level of the school and the transformational abilities of the principal.  The findings may be 
explained by different culture perceptions of power distance, individualism, and masculinity. The 
results may help to plan policy in support of transformational leadership in terms comparative 
studies need to take into consideration the differences in culture as well as current policy 
regarding the degree of standardized testing, and its impact on how a principal leads the school. 

INTRODUCTION
Planning is unavoidable process for linking organizational goals and outcomes with 

organizational means. Classical management theory construes planning as an executive function, 
reserved primarily for those upper-level managers with the most complete view of the 
organization as a whole. In school districts, planning has typically been viewed as a function of 
the up-level of educational administration (Howley et al., 2007).

Leadership continues to be a focus of researchers and policy-makers in the quest to 
understand how schools throughout the world can become more effective and successful in terms 
of the quality of both teaching and student learning (Hallinger, 2001; Marzano, et al, 2005;). This 
focus is the result of the dramatic increase in reform movements within the educational systems 
found in nations around the world (Bell, Bolam, & Cubillo, 2003; Muijs, 2007). Subsequently, a 
convergence of scholarship and interest has developed that seeks to transform structures, roles, 
and the core of effective school leadership, including but not limited to preparation for aspiring 
school leaders as well as continuous professional development and learning for current school 
leaders (Johnson, Moller, Jacobson & Wong, 2008; Whitaker, 2002; Zagorsek, Jaklic & Stough, 
2004; ).

Planning in the educational environment is often thought of in terms of strategic 
planning, school improvement planning, planning for teacher professional development, 
curriculum planning, and related practices.  In terms of planning for the support for aspiring and 
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current school leaders is, more times than no, viewed as a secondary not primary focus for policy-
makers (Grogan & Andrews, 2002; Su, Gamage, & Mininberg, 2003).  This has occurred, despite 
the strong suggestion that school leaders, second only to teachers, have a significant impact on 
improving student achievement (Marzano, et al, 2005). While teachers may impact individual and 
small groups of students (including class of students), the overall success of all students in a 
school can be the result of the leadership provided by the school principal. Effective principals 
focus their leadership and managerial efforts to support both teacher effectiveness in terms of 
curriculum, instruction and assessment, which in turn, supports improvement in student 
achievement.

From a global perspective, early efforts in determining the relationship between effective 
school leadership and overall school improvement were originally found in North America, 
particularly the United States and Canada. But, over the past several decades, the interest in 
effective school leadership has emerged in Europe, Asia, and parts of the Middle East (Walker & 
Ko, 2011, Whitaker, 2002.). It was during the last decade of the twentieth century that a new 
interest developed around the world in comparative educational practice and results including the 
concept of effective school leadership practice.  

The internationalization of educational policies and practices has developed as nations 
have begun to observe common challenges within their educational systems. Scholars and 
policymakers focusing on school leadership from around the world have fostered international 
learning networks. An example of such a collaboration is The International Successful School 
Principalship Project (ISSPP), which has focused its research and support of leadership practices 
and models in eight nations: Australia, Canada, China, Denmark, England, Norway, United States, 
and Sweden (Johnson, Moller, Jacobson & Wong, 2008).

The Organization for Economic Cooperation and Development (OECD) recognized not 
only the relationship of high quality education to a nation’s economic growth and development, 
but the critical nature school leadership plays (Pont, Nusche & Moorman, 2008). In addition, there 
have been numerous initiatives to develop comparative and global studies in school leadership, 
including comparative models of leadership based upon cross-cultural inquiry (Dimmock & 
Walker, 2000).

For several decades, the role of the school principal has been examined and documented by 
scholars and policymakers throughout the world. Once considered the prime role to be the 
manager of the school, the concept of the school principal has evolved into that of the instructional 
leader who is collaborative and transformational (Blasé & Blasé, 2000). Yet, as more research is 
completed in this area, there appears to be a tendency to look the model of how a successful 
principal leads. From this, the contention is that, whatever is found, can be “plugged into” any 
school in any area.

As much as it is known that successful principals can be found in all countries, until 
recently, relatively little investigation has occurred as to how such success is determined, how 
these principals become successful, and how such success is sustained over time, particular where 
cultures and political as well as economic systems are different as well. In order to examine this 
more deeply, researchers need to look more outward and less inward, moving beyond 
geographical and intellectual borders to seek answers to these issues, in a more global manner than 
previously studied.

The purpose of this study is to examine the similarities and differences between school 
principals in Israel and the United States, based upon their teachers’ perceptions in terms of 
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principal’s ability to be transformational in their leadership. Based upon the findings, 
recommendations will be provided in terms of policy and professional for both current and 
aspiring school leaders, not only in Israel and the United States.

In addition, this study will provide a cross-cultural perspective of school leadership that 
will (1) deepen the understanding of American and Israeli school leadership; (2) provide a 
comparative context of practices of school leadership in Israel and the United States; (3) provide 
evidence from the data collected that can serve as a reference for future policy development for 
current and aspiring school leaders in Israel and the United States; (4) continue the global dialogue 
on the critical nature of school leadership in the 21st century.  

THEORETICAL BACKGROUND
Leadership

Transformational leadership is concerned with influencing followers in terms of their 
motives, needs and wants, behaviors and long-term goals.  Conceptually developed by Burns 
(1978), transformational leadership is the opposite of transactional leadership.  In transformational 
leadership, the leader engages with followers, creating a relationship that involves morality, 
motivation, individualization, inspiration, intellectual stimulation, and intrinsic motivation. This is 
in sharp contrast to transactional leadership, which emphasizes exchanges between leader and 
follower, often in terms of rewards and sanctions, benefits, power and extrinsic motivational tools.

Among those who continued the work with transformational leadership included Bennis 
and Nanus (1985), who posited that transformational leaders had attributes focusing on have a 
clear vision of the future state of the organization, they were social architects in which shared 
values, norms and meanings were developed through thoughtful and purposeful conversations and 
reflection. Transformational leaders, according to Bennis and Nanus, also emphasize, model and 
create trust between leaders and followers, allowing for everyone within the organization to 
communicate and collaborate with integrity and a strong sense of self.  

Kouzes and Posner (2012) developed a transformational leadership model, based upon their 
research that includes thousands of managers and followers from around the world. Subsequently, 
their model has been used extensively in leadership within government, the private sector and 
education as well.  This model consists of five leadership practices (or behaviors) that empower 
leaders to accomplish remarkable outcomes that may not have been able to accomplish otherwise.  
Based upon the relationship that the leader develops with followers, these five practices provide a 
means to transform both individuals as well as groups within an organization.

• Model the Way-effective leaders are clear about their own personal values and beliefs, and 
consistently act on such by following through on promises and commitments as well.  In 
addition, they encourage followers to do the same, and additionally, help to create an 
organization that has shared values, beliefs, and actions.

• Inspire a Shared Vision-exemplary leaders help others to see what individuals and groups can 
become, at a place that they have never experienced before. Such a vision is not only what the 
leader believes, but what the collective aspirations of everyone include.

• Challenge the Process-effective leaders encourage themselves and followers to innovate, 
improve, try new ideas and improve in an environment that allows individuals to take risks, 
reflect, share, and continue.  Trying new things becomes the norm within the organization, not 
the exception.

• Enable Others to Act-working with followers is a critical component of this model, including 
building trust, treating others with dignity, respect, and with love. In addition, the leader 
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allows others to make choices and decisions, supports such actions, and is constantly looking 
for ways to support and provide appropriate resources that will help followers to be 
successful, both individually and collectively.

• Encourage the Heart-within organizations, people want to be supported and recognized for 
their efforts.  The effective leader provides this in a manner that is consistent with the values, 
beliefs, mission and vision of the organization, through rituals, ceremonies and celebrations.

To measure these practices and behaviors, Kouzes and Posner (2001) created the Leadership 
Practices Inventory (LPI), which is both a self-assessment as well as observational assessment 
(followers) of exemplary leadership.  The instrument contains 30 items, with each of the five 
practices having six statements for the rater (s) to assess, according to a Likert scale. The 
instrument has been used extensively in leadership development and preparation, including school 
leadership.

Cross-Cultural Leadership
For more than half a century, a proliferation of globalization has occurred throughout the 

world in which nations of the world have become more involved and to a certain degree, 
dependent upon the trading of social, economic, political, technical and scholarly ideas. 
Globalization is the result of rapid changes that occur concurrently throughout the world.  Each of 
these areas interact with one another, causing a stream of ideas, knowledge and ideas to pass 
through national boundaries around the world (Stiglitz, 2002; Friedman, 2005).  

While some may perceive the concept of globalization from a purely economic 
perspective, education around the world has been influenced as well. For scholars, practitioners 
and policymakers, education has always been a critical component of a nation’s economic and 
social well-being.  And, over the past several decades, there has been a significant increase in 
reforming education to meet the demands of the 21st century and beyond, as governments are 
faced with many issues in response to higher expectations in education, particularly in terms of 
improving achievement for all students.  Thus, in an attempt to meet such demands, many nations 
of the world have been and continue to develop collaborative efforts and networks to share best 
practices and innovations in education, as well as to work together to help solve common 
educational problems. Dimmock and Walker (2000) and House and Javidan (2004) suggest that 
there exists an urgent need to learn about leadership, including school leadership, from across 
nations and cultures.  

In terms of culture, Dimmock and Walker (2000) define culture in terms of the enduring 
set of beliefs, values, actions, norms and structures that separates one group of people from 
another.  Hofstede argues that culture is “the collective programming of the mind distinguishing 
the members of one group or category of people from others” (p. 22). In addition, Hofstede (2014) 
proposes that there are six dimensions by which cultures can be compared:

• Power Distance-the degree within a culture that inequalities exists among the people.
• Individualism-the degree of interdependence that members of the culture experience.
• Masculinity-the degree by which a culture is influence by traditional “masculine” traits of 

being competitive, achievement-oriented, success, and hierarchical relationships based on 
gender roles.

• Uncertainty Avoidance-the degree by which members of a culture attempt to understand and 
influence the future or just let it unfold naturally.

• Long-Term Orientation-the degree to which members of a culture attempt to retain an 
association with their history in terms of dealing with current challenges.
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• Indulgence-the degree to which people within a culture try to control their desires, needs and 
wants, based upon the way in which such members are reared and educated.

• According to Hofstede, individual country scores can be correlated and positioned relative to 
other countries.  The data suggests there are significant differences between the cultures of 
Israel and the United States, particularly in the dimensions of Power Distance, Individualism
and Uncertainty Avoidance. Of note,

• In terms of Power Distance, people in Israel tend to feel that there is less inequality in terms 
of government, power and access to such by the people than in the United States, although the 
United States has a relatively low rating of 40.

• In Israel, the sense of Individualism is rather moderate and much lower than that of the United 
States, which has a very high rating.  This suggests that in Israel, there appears to be a 
stronger sense of commitment to a “we” consciousness and belonging to a greater good, than 
in the United States.

• For the domain of Uncertainty Avoidance, people in Israel are much more likely to perceive 
that they suffer from higher stress, anxiety and a continuous threat on there way of life, while 
people in the United States are less likely to be more tolerant for life’s ambiguities and 
stresses.

Such studies suggest that leadership practice can not only be influenced by culture, but 
demonstrate that “the cultural element is not only necessary but essential in the study of 
leadership” (Cheng, 1995, p. 99). Within the specific domain of culture and leadership, House, & 
Javidan (2004) provide substantial research in this area, which are referred to as the Global 
Leadership and Organizational Behavior Effectiveness (GLOBE) research project (2004). 

Culture has a direct impact on how leaders lead and influence followers.  This is true not only 
in the halls of government, but in all organizations-including schools-within a culture. Differences 
in beliefs, values, norms, and power have a significant impact on the leader-follower relationship. 
Yet, at the same time as globalization continues to occur, there is much interest in identifying 
leadership constructs that are considered good across cultures-perhaps a universal concept of what 
leadership, particularly in schools, means and how it can be better understood, practices and 
measured. 

CONTEXTUAL FRAMEWORK
This study compares the leadership behaviors of principals in Israel and the United 

States, and the following provides a contextual framework and comparison of the two nations, in 
general terms of each nation’s educational system, and more specifically, school leadership.  The 
context in which this study occurs is framed within the educational systems of Israel and the 
United States. Although having vastly different histories, these two nations have many similarities 
today, including social, economic, leadership and the expressed desire to have a high quality and 
free public education for all. In this study we decided to conduct a cross-cultural comparison by 
investigating transformational leadership in order to expose to global trends regarding the impact 
of educational planning factors such as school level and school setting.  

Education and School Leadership in Israel. 
The Israeli educational system is very centralized and is controlled by the Ministry of 

Education (Tubin, 2011). The Israeli educational system reflects the divisions of its different 
populations, including ethnically heterogeneous immigrants, and is divided into the Hebrew 
(nonreligious public schools, religious public schools and ultra-orthodox independent schools) and 
Arab school systems (public schools and private parochial Christian schools). After six years in 
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elementary school, most Israeli students enter junior high school (grades7–9), followed by high 
school (grades 10–12). Students finishing junior high school can choose between the academic 
track, which prepares them for academic studies, and the vocational track, which usually caters to 
scholastically weaker students who have not done well in junior high school. Both tracks prepare 
students for the matriculation examinations required for higher education; however, acceptance 
rates to higher education are much higher for students in the academic track (Ayalon & Shavit, 
2004). 

Israeli education is severely underfunded. Israeli expenditure for education per student, as 
measured by the purchasing power parity, is low compared to the Organization for Economic Co-
operation and Development (OECD) mean, resulting in classes that are larger and teachers that are 
paid less than in the OECD average (OECD, 2015). The latter factors may explain why Israeli 
school principals often complain that it is difficult for them to maintain an effective and orderly 
learning environment. In most Israeli schools, classes are typically very large and noisy, and the 
disciplinary sanctions that teachers can legally employ are limited (Almog, 2004). 

From 1948, with the establishment of the State of Israel, the role of the Israeli principal 
has remained basically the same, and is composed of teaching hours with the addition of 
management hours (Israeli Central Bureau of Statistics , 2015). The role definition is unclear, and 
is charged with responsibility without adequate authority. The principal population comprises 57% 
women,

Fifty percent are over the age of fifty, and 90% hold at least one academic degree 
(Worgen, 2006), with about 7.5% annual turnover. Since 2007 a radical change has occurred, with 
the establishment of a national center for principal training and professional development, which 
took upon itself the mission of improving the Israeli educational system through the activation of 
school principals as a leading professional community (Avney Rosha), and students' standardized 
testing (RAMA). Israeli Ministry of education require principals to have a Master’s degree (in any 
research field) and specialized training in school leadership (for one year).  A teacher who wants 
to become a principal must have a valid teaching certificate, and minimum of five years teaching.

Education and School Leadership in the United States. 
The educational system within the United States, until the last half-century, had been 

within the domain of state and local governments with little, if any support from the federal 
government. It was not until the 1960s, with the passage of the Elementary and Secondary 
Education Act (ESEA, 1965) and subsequent other civil rights legislation, that the federal 
government became more involved.  Over the next four decades, calls for more accountability, 
better teaching, and improved student achievement led to much debate and research into how best 
to improve the schools in America.  In 2003, Congress passed the No Child Left Behind Act 
(NCLB), which resulted in dramatic and unprecedented federal involvement in education, and 
included higher levels of accountability, increased standardized testing, school choice as well as 
sweeping reforms aimed at improving teaching, professional development, and school leadership 
(Ravitch, 2011). Race to the Top (2009) supplemented NCLB and, most recently, Every Student 
Succeeds Act (2015) supplanted NCLB.

In terms of school leadership, each of the fifty states has their own educational system, 
which is controlled by the state educational agency, and overseen at the local level by a board of 
education.  While the state is responsible for curriculum, assessment, and funding, it is also in 
charge of certification of teachers and administrators, including school principals.  Most 
frequently, states require principals to have a Master’s degree and specialized training in school 
leadership.  Generally speaking, an educator who wants to become a principal must have a valid 
teaching certificate, a minimum number of years in teaching, a Master’s degree in education,
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successful completion of a school leadership program at the university level, and an administrative 
certificate issued by the state.  Certification among states is not automatically reciprocal.

Teacher Perceptions
Perceptions are the way people organize and interpret their sensory input, or what they 

see and hear, and call it reality. Perceptions give meaning to a person’s environment and make 
sense of the world, and are important because people’s behaviors are based on their perception of 
what reality is (Williams, 2000). Based on Azen (2012), teachers’ perceptions lead to their 
behaviors such as organizational citizenship behavior and organizational misbehavior. Researchers 
have suggested that teacher perceptions of the school leader can be a critical factor in the success 
of a school, including the principal’s ability to lead (Williams, 2000). Through their daily 
interactions with teachers, the school leader reinforces the desired values, norms, behaviors, and 
expectations, and teachers can develop their own personal reality of how effective the principal is 
(Keiser & Shen, 2000).

METHODOLOGY
This study is based on a comparative perspective regarding educational policy and 

planning. Therefore, comparing between the United States and Israel regarding factors such as 
school level, location and that educational policy and planning is a critical component of planning 
and managing changes and training school principals and teachers. The researchers focus on 
school level based on previous studies indicating that teachers' perceptions may be affected by 
their school level and location (Litchka, 2015). Thus following analyses describing the 
relationships between these important factors (school level, location) and transformational 
leadership, which may affect the educational planning and policy. 

Data Collection
First, the researchers examined the questionnaires, how the questionnaires may be similar 

in each country, including translation issues. School roles in Israel can be different than in the US. 
For example, 'educator' in Israel is a teacher that, in addition to teaching the class, has the role to 
mediate between teachers, parents, and students, and is also responsible to the overall class 
instruction, discipline problems, and the content of the subject. 

In addition, the researchers examined how to translate the leadership questionnaires into 
Hebrew, by sending the questionnaire to 25 Israeli teachers. Each teacher translated the 
questionnaire to Hebrew, and the Israeli researcher met these teachers, and based on these 
translations, decided upon the final wording of the questionnaire. Then, for each country, the 
questionnaire was uploaded in the relevant language. 

After getting the confirmation of the ethics committees (Institutional Review Board) from 
the respective universities, the questionnaires were sent via email to schools and districts through 
Israel and within the state of Maryland (US), which were similar in size and population. 

Participant Demographics
A total of 1,129 teachers from both Israel and the United States (Maryland) participated 

in the survey, 568 from the United States and 541 from Israel.  The percentage of teachers 
participating from both countries was relatively similar in terms of gender, both being 
representative of the teacher gender demographics found in each country (Israeli Central Bureau 
of Statistics, 2015; NCES, 2012) with more than three-fourths of the teachers from both countries 
reporting themselves as female.

As shown in Table 1, more than seventy percent of the teachers from Israel reported that 
they taught in urban settings, while less than twenty-five percent of teachers from the United 
States reported teaching in an urban setting.  Almost two-thirds of American teachers reported 
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their school location as being suburban, as opposed to almost twenty-percent of Israeli teachers 
indicated a suburban location.

Table 1
School Location of Participating Teachers

Israel United States
Urban 436 (71.4%) 122 (22.6%)

Suburban 120 (19.7%) 357 (66.1%
Rural 55 (9.0% 62 (11.5%)
Total 611(100.0%) 541 (100.0%)

Teachers in the study were asked to report the grade level in which they current teach.  
The choice was Elementary, Middle, and High School.  As shown in Table 2, almost two-thirds of 
Israeli teachers reported that they were elementary teachers, as opposed to teachers in the United 
States, which were relatively equal in their reporting of the level at which they teach.  The data 
collected from the United States is not reflective of the overall proportions of teachers at each 
level (NCES, 2014).

Table 2
School Level for Participating Teachers

Israel United States
Elementary 388 (65.2%) 205 (36.1%)

Middle 126 (21.2%) 192 (33.8%)
High School 81 (13.6%) 171(30.1%)

Total 595 (100.0%) 568 (100.0%)

Data Presentation
From the survey instrument, mean scores were tabulated to determine the extent to which 

teachers in both countries felt their principals displayed transformational leadership abilities, 
compiling an overall mean for all thirty items. As shown in Table 3, Israeli teachers rated their 
principals higher than teachers in the United States. In comparing transformational leadership 
between U.S. and Israel, the researchers found that Israeli teachers’ perceptions were significantly 
higher than American teachers their schools' principals (t=12.24, p=.001).

Table 3
Transformational Leadership Perceptions by All Participating Teachers-Mean (SD)  

Israel (n=611) United States (n=541)
All Teachers 4.17 (.67) 3.54 (.95)

As shown in Table 4, teachers in Israel showed higher perceptions of their principal’s 
leadership in comparison to teachers in the United States.  However, these differences were not 
found to be statistically significant between the different locations in both Israel and the United 
States as it relates to teacher perceptions of transformational leadership.
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Table 4
Transformational Leadership Perceptions by Participating Teachers According to School 
Location- Mean (SD)

Israel United States
Urban 4.16 (.68)

n=436 (71.4%)
3.61 (.76) 

n=122 (22.6%)
Suburban 4.14 (.67) 

n=120 (19.7%)
3.58 (.84)

n=357 (66.1%)
Rural 4.30 (.39)

n=55 (9.0%)
3.61 (.93)

n=62 (11.5%)
All Teachers 4.17 (0.67)

n=611 (100.0%)
3.54 (.95)

n=541 (100.0%)

As shown in Table 5, significant differences were found between the different school 
levels in both Israel and the United States as it relates to teacher perceptions of transformational 
leadership, according to the level of the school in which the teacher worked.  These differences 
were found to be statistically significant (t=14.31, p=.01).

Table 5
Transformational Leadership Perceptions by Participating Teachers According to School Level-
Mean (SD)

Israel United States
                     Elementary 4.25 (.63)

n=388 (65.2%)
3.57 (.86)

n=205 (36.1%)
                       Middle 4.07 (.65)

n=126 (21.2%)
3.73 (.87)

n=192 (33.8%)
High School 3.92 (.80)

n=81(13.6%)
3.54 (.83)

n=171 (30.1%)
All Teachers 4.17 (.67)

n=595 (100.0%)
3.54 (.95)

n=568 (100.0%

Based upon a Two-Way ANOVA, the researchers examined the effect of school level 
(elementary, secondary/middle, high school) and location (urban, suburban, and rural) on the 
teachers’ perceptions of their principal’s transformational leadership abilities, and whether there 
existed significant difference between the two countries. As shown in Table 6, the interactions, 
based upon school level and country, were found to be statistically significant, at each school 
level.

Table 6
The Effect of School Level and Country by Teacher Perception of Principal’s Transformational 
Leadership.

F df p*
School Level 4.48 2 .012
Country 87.23 1 .001
Interaction 5.65 2 .004
*significant at<.05
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DISCUSSION
The data suggested, that overall, the principals of schools in Israel were perceived to be 

more transformational by teachers than the principals in the United States, particularly in terms of 
school location (urban, suburban, and rural) and school levels (elementary, middle, high school).  
Such results are similar to two previous studies conducted in Turkey (Babaoglan & Litchka, 2010) 
and Poland (Litchka, 2015) by one of the authors. Specifically, in the former study, teachers from 
Turkey perceived the leadership abilities of their principals at a higher in three of the five 
behaviors found in the instrument (Model the Way, Inspire a Shared Vision and Enable Others to 
Act, with significant differences were found in in the domain of Model the Way). In the former 
study, similar results were found, as teachers once again rated their principals significantly higher 
in each of the five domains.   

With three studies completed, the question that needs to be addressed from the 
perspective of planners, policy-makers and practitioners, is why teachers in the United States 
consistently perceive the leadership abilities of their principals at significantly lower levels than 
Turkey, Poland and the United States.

Concerns about increased accountability as a result of federal and state mandates have 
placed leaders in American schools in a precarious situation as they not only must carry out such 
mandates and ensure all students succeed, but bear the brunt of the blame if students are not 
successful.  Across America, this generation of school principals may leave their training and 
understanding of transformational leaders aside in order to be the manager of testing.  One could 
surmise that teachers see this type of structured leadership (and structured teaching) from a 
negative perspective.

In 2012, the job satisfaction of principals in the United States dropped nine percentage 
points in four years and it is at its lowest point since 2001.  In the same period, teacher satisfaction 
had dropped 23 percentage points, including a five-point decrease in 2012.  This is the lowest 
level it has been in 25 years.  Furthermore, principals and teachers who self-reported low job 
satisfaction report much higher levels of stress and less likely to be working in schools where 
professional development for both teachers and principals are less likely to occur.

Principals and teachers with low job satisfaction report higher levels of stress than do 
other educators and are more likely to work in high-needs schools. Less satisfied principals are 
more likely to find it challenging to maintain an academically rigorous environment and an 
adequate supply of effective teachers in their schools, while less satisfied teachers are more likely 
to be working in schools where budgets and time for professional development and collaboration 
have decreased in the last 12 months.  The subjective and often inflexible demands of the 
accountability system in the United States has caused a generation of school leaders to become 
embittered, uncomfortable and unable to lead in a manner that is more transformational and less
transactional.

Moreover, the findings that found Israel teachers perceiving their principals’ 
transformational leadership significantly higher than American teachers based upon the different 
cultures between the two countries.  In general, transformational leadership is defined as a 
relationship between leader and follower in which the leader intellectually stimulates subordinates 
and pays special attention to each follower’s individual needs.  According to the Hofstede Center 
(2014), Israel is very in Power Distance (10 points), compared to the United States (40 points). 

Considering school context, Israeli schools have a more informal climate, with more 
direct and collaborative communication between the principal and teachers. In addition, Israel is 
also low in Individualism (54 points) in comparison with the United States (91 points).  From the 
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perspective of Israel, principals and teachers are more likely to be more caring and have 
unquestioned loyalty to others, based upon the collectivist societal foundation and emphasis on 
extended families found in Israel.

In terms of Masculinity a culture is influence by traditional “masculine” traits), the 
United States was higher (62 points) than Israel (47), which may be a reason for the more 
competitive nature of school principals in the United States, due to increased accountability, 
leading to more transactional leadership and less transformational leadership, as perceived by their 
teachers. 

The findings also indicate that as the school level increase (elementary to 
middle/secondary to high school), teachers’ perceptions of the transformational leadership of their 
principals decreases in both Israel and the United States.  Thus, it may be that because schools 
generally become larger as they move from one level to another, there may exist more layers of 
administration between the principal and the teachers.

CONCLUSIONS
This study of the differences across two countries hints at how teachers in Israel and the 

United States perceive the extent in which their principals provide transformational leadership in 
their schools.

The school leadership behaviors of these principals are likely to vary across cultures.  To 
understand these differences, we must go beyond the results of the questionnaires and look at the 
experiences of both the teachers and why they perceive their principal in the way they do, as well 
as the principals’ own perceptions.  What values do they express and what type of school 
leadership practices succeed in each context?  How do school principals within each culture 
understand leadership?  How do teachers within each culture understand leadership?  Future 
research should look at the stories of both the teachers and their principals in order to more deeply 
understand school leadership within this context.

We argue that educational leadership as a field of study and research as failed to keep 
pace with the current internationalizing and globalization of policy and practice.  While nations 
that have common boarders (i.e., Canada and the United States) might be more inclined to share 
planning and professional development for school leadership, it is less likely that this occurs when 
nations are separated by geographic barriers and significant cultural differences. We contend that a 
focus on culture as an analytical concept promises robust comparisons of school leadership across 
different – geo-cultural areas.  Such cross-cultural comparisons can embrace a wider that than 
narrower perspective, incorporating school leadership, teaching and learning in a more holistic 
manner.

Even with knowledge and experience, as well as an awareness of one’s own and other’s 
needs within the school context, it is still possible to have a relatively parochial perspective for 
teachers and principals to look primarily through the lens of one’s own county and its culture.  It is 
easy to forget that there are huge populations of children and young people being educated 
throughout the world in continents and countries which have very different culture and traditions 
of school leadership (Hofstede Center , 2014). 

Nevertheless, there are a number of features of successful school principals’ leadership 
behaviors which may, with justification, be said to cross most borders.  While policy, staffing and 
student composition contexts affect the work of all school principals, it seems that those who 
achieve and sustain success actively and lead in ways which enable all staff in their schools to 
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raise rather than dampen their aspirations of themselves and for whom those they lead.  They 
ensure that students leave their schools with a broader rather than narrower understanding of 
themselves and the world within their country and beyond. This can also be said of the way in 
which the principal leads their teachers, in terms of modeling appropriate values, inspiring a 
shared vision for teachers, challenging the status quo, enabling teachers to act and grow, and 
recognizing teacher accomplishments. In short, what being a successful principal really means is 
to have a passion for teaching and learning-for both teachers and students-which is articulated and 
communicated through structures, school culture, relationships, and norms.  The transformational 
principal, particularly with teachers, will continuously inspire and influence teachers, both on an 
individual as well as collective based, in a manner that stimulates intellectual and professional 
growth.

This study indicates potential benefits for participants in international professional 
dialogue, regardless of cultural differences.  Policy-makers, scholars and school district leaders 
must include this as an integral part of planning for the professional development of both current 
and aspiring leaders, including but not limited to how school principals may come to (re)consider 
how they learn and lead.

There are three implications of the study for planning for leadership development. First, 
school leaders should engage in ongoing professional networks that extend beyond their own 
culture so they can understand themselves in relation to the larger world. Second, in planning for 
such leadership development, it is critical to have both the principals and the teachers as part of 
this conversation, for as has been mentioned, principals and teachers may have different 
perceptions of the leadership skills of said principal. Finally, in terms of cross-cultural 
professional development-particularly in North America-the question of “What can we teach 
them?” be replaced by “What can we learn from them?”
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ABSTRACT
In the age of globalization, postsecondary institutions in Canada have been called upon 

to be more innovative to support the development of a workforce that is better able to respond to 
the rapidly changing environment.  This exploratory study proposes a framework to examine 
applied entrepreneurship as a conceptual framework by exploring the differences between 
colleges that use innovation (research and development) and entrepreneurship/small business 
(SMEs and start-ups).  A purposive sampling procedure was used for this study with 10 Ontario 
colleges randomly selected.  By examining the strategic mandate agreements of Ontario colleges, 
the researchers analyzed the data by carefully reviewing the excerpts, quotations, or entire 
passages in which innovation policy was related to course-based research and entrepreneurship 
policy related to self-employment (SME).  The data revealed that the innovation approach 
delivered by colleges reflects research directed to an applied approach and is primarily directed 
to practical or commercial objectives, serving the needs of local employers and supporting 
economic development.  In terms of entrepreneurship policy, the data suggest that there is 
limited alignment with an applied entrepreneurship approach.  Inclusion of applied 
entrepreneurship in the strategic planning processes of colleges is an important step toward the 
attainment of innovation and entrepreneurship outcomes.

INTRODUCTION
Entrepreneurship in public policy has been integrated into strategic plans at all levels of 

government in Canada. In the early 1990's, the Canadian government commissioned a 4-year 
study by Michael Porter from Harvard University that revealed Canada’s challenges in the global 
arena (Porter, 1990). Porter (1990) stated that a nation’s competitive advantage is based on its
ability to be innovative and enterprising when addressing problems and argued that Canada could 
not continue to sustain a high standard of living by merely exporting its natural resources and 
operating by the standards of the industrial age.

It was also during the 1990’s that the dominant economic system, described as the 
industrial age, gave way to a new era of globalization that was brought about, in part, by the 
disintegration of the Soviet Union caused by the collapse of the Berlin Wall and the end of the 
cold war. Unlike the cold war system, globalization is a dynamic ongoing process; globalization 
involves the integration of markets, nation-states, and technologies to a degree never previously 
witnessed and in a way that enables individuals, corporations, and nation-states to reach around 
the world farther, faster, and cheaper than ever before (Friedman, 2000). 

In the age of globalization, postsecondary institutions in Canada have been called upon 
to be more innovative to support the development of a workforce that is better able to respond to 
the rapidly changing global environment. Some researchers have argued that entrepreneurship, 
and entrepreneurship policy, are important drivers of economic growth (Praag &Versloot, 2007). 
In the last two decades, entrepreneurship education and entrepreneurial cultures within 
postsecondary environments have been implemented to varying degrees throughout the 
educational system across Canada (Parsley & Djukic, 2010). However, it could be argued that for 
postsecondary institutions to embrace and adopt entrepreneurial cultures fully, strategic planning 
processes must recognize and incorporate such imperatives in their strategic objectives and 
planning documents. 

This exploratory study examines one section of the postsecondary landscape in Canada:
Ontario colleges. The paper presents a framework by which to examine applied entrepreneurship 
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as a conceptual framework by exploring the differences between colleges and universities that 
use innovation (research and development) and entrepreneurship/small business (SMEs and start-
ups). By examining the strategic mandate agreements of Ontario colleges, gaps related to applied 
entrepreneurship are explored, the balance between innovation policy and entrepreneurship 
policy is examined, and the use of applied enterprise in the strategic mandate agreements is 
discussed.

LITERATURE REVIEW
Globalization has been described as the dominant economic view of today in which a

global knowledge economy has emerged. Globalization is driven by the application of new 
technologies and collapsing barriers to international trade and investment that accelerated the 
evolutionary path from a low- to a high-skills economy (Brown & Lauder, 2012). According to 
Friedman (2000), Globalization 1 took place between 1945 and 1989 and was a response to 
falling transportation costs including rail, steam-power, and the automobile. People could get to 
places faster and cheaper. The cold war was characterized by an international system that was
divided by two competing ideologies: capitalism and communism. When communism 
disintegrated, capitalism became common throughout the world. Friedman also described a
second wave within Globalization 2 which occurred between 1990 and 2002 and was precipitated 
by falling telecommunication costs and the proliferation of microchips, satellites, fiber optics,
Internet fiber optics, and the Internet.

Globalization is a fact of life, as pointed out by Schwab and Smadja (1996) of the World 
Economic Forum, who identified four basic elements of economic globalization:

(1) the lightning speed with which capital moves across borders,
(2) the redistribution of economic power,
(3) the reduction of jobs in this emerging environment, and
(4) the popular skepticism of this emerging economic reality.

In his book, The Weightless Society, Leadbeater (2000) also described globalization. He 
concluded that turning ones back on the global economy would mean ignoring the most vital 
forces in modern societies: the accelerating spread of knowledge and ideas. He characterized 
three forces that drive globalization: financial capitalism, knowledge capitalism, and social 
capital, which contributes to a thriving knowledge society that is cosmopolitan and open, rewards
talent and creativity, and invests in people and education. Luczkiw (2007) called this 
phenomenon a major paradigm shift, which is a result of the interplay of three critical forces: the 
movement of talent, capital, and knowledge across borders. Thanks to the power of the Internet, 
anyone, anywhere, with strong commitment and perseverance, can disrupt most existing industry 
groups (Christensen, Parsons, & Fairbourne, 2010).

According to Friedman (2000), the second wave of globalization, Globalization 2, took 
place after 1990. Friedman believed that this wave is made up of the three biggest forces on the 
planet: the market, Mother Nature, and Moore’s Law, which are all surging very quickly and at 
the same time. Globalization ties economies together more tightly than ever before, making 
workers, investors, and markets much more interdependent and exposed to global trends, without 
walls to protect them.

Moore’s Law is the theory that the speed and power of microchips will double every 
two years (Luczkiw, 2007). In their book, The Second Machine Age, Brynjolfsson and McAfee 
(2014) argued that with relentless increases in the power of software, computers, and robots, 
many more traditional white- and blue-collar jobs are being replaced. At the same time, new jobs 
are being created, all of which require more complex and knowledge-based skills. The rapid 
growth of carbon in the atmosphere and environmental degradation and deforestation because of 
population growth on earth are believed to destabilize the world’s ecosystems at an increasingly 
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rapid pace. In sum, it could be argued that the world is immersed in three climate changes:
digital, ecological, and geo-economical.

This shift to the second part of globalization was further characterized by Tapscott and 
Williams (2010), who described it as a new engine of innovation and wealth creation and a 
powerful new force that radically drops collaboration costs. As such, globalization enables 
communities to collaborate on shared concerns, endeavors, and challenges (McAfee, 2009). 
Enterprise 1.0 offered the first wave of Internet tools, but several years of experimentation and 
adaptation have created new and better online tools for collaboration and connection (McAfee, 
2009). In the new 2.0, interactivity of the Internet has emerged with new social media platforms 
(Tapscott & Williams, 2010). For the first time in history, people everywhere can participate 
fully in the collective achievement of their new future. 

The global narrative of the past 25 years is now economic and financial as much as 
social, cultural, or political. Identities are defined and reinvented around money. Individual 
economic futures increasingly depend on financial success (Das, 2011). Entrepreneurship 
became one of those narratives that would be used as a strategic imperative to usher in a new 
prosperity that is built within the structure of globalization. Earlier pundits encouraged citizens to 
compete against other nations by using their creativity, innovation, and skillful use of knowledge 
and resources to “create what has never existed before” (Land & Jarman, 1992, p. 21). In his 
book, Global Paradox, Naisbitt (1995) stated, “The bigger the global economy, the more 
powerful its smallest players” (p. 1). As all of the big players become smaller, the study of the 
smallest economic player, the entrepreneur, is merging with the study of how the global economy 
works (Luczkiw, 1995). In a presentation to the World Economic Forum, Michael Porter (1990) 
identified two existing models that make a country and organization competitive: the first model 
uses efficiency as the source of competitive advantage and is mainly operated by multinationals;
the second model is based on innovation and growth to meet the individualized needs of the 
consumer. This atmosphere emphasizes self-reliance and promotes job creation because 
entrepreneurship and innovation will lead to the creation of new enterprises and business 
ecosystems.  

However, negative views about globalization do exist. Critics of the globalization 
movement were skeptical of the promises of higher wages, better jobs, and greater levels of 
standard of living (Krugman, 2012; Madrick, 2014; Stiglitz, 2015). The optimism about 
globalization was part of the policy shift that started in the early 1980's in the United States 
(Reagan), the United Kingdom (Thatcher), and also in Canada (Mulroney). In the late 1960's and 
1970's, Western economies were gripped by stagflation, which is a combination of low growth, 
high unemployment, and inflation that resisted Keynesian or interventionist policy to fix broken 
economies. The election of these economically right-wing governments hastened a return to free 
markets; efficient markets were favored over efficient governments. All three governments were 
elected with a mandate to reverse their respective country’s economic and social woes (Das, 
2011). By the late 1980's, neoliberal ideals (as the Chicago School ideas were then called) 
dominated economic thinking (Johnson & Kwak, 2011). This, coupled with the demise of the 
Soviet Union, created the conditions for the rediscovery of entrepreneurship. Disciplined by 
competition with each other, all nations, including developing ones, would make what they 
manufactured best. Trade would soar, information would spread at the speed of light, wages 
would rise, and poverty would decline dramatically. Rich countries would benefit along with 
poor. Economists first argued that if inequality of incomes were rising, it had little to do with 
globalized trade and almost everything to do with inadequate education and changing 
technologies (Madrick, 2014).

Twenty-five years after the start of globalization, the payoffs have not materialized. One 
area of growing disparity is income inequality. Studies by Reich (2012) described the growth in 
income polarization in the United States. He argued that the incomes of the top 20% have pulled 
away from the rest because of their ability to break free from the constraints of local and national 
labor markets. Piketty (2014) illustrated the emergence of extreme income inequality and the 
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concentration of income and wealth in the hands of the plutocracy (Freeland, 2014). Global 
capitalism, intended to boost the quality of life of people around the world, widens the gap 
between rich and poor (Bjerke & Ramo, 2011). This argument was further supported by Nobel 
laureates Stigliz and Krugman (Krugman & Wells, 2013).

Additional problems have been associated with free-trade theory. In developed nations, 
where manufacturing job losses were most prevalent, many higher paying jobs were lost as jobs 
were off-shored. Many workers were unable to maintain full employment and their standards of 
living were diminished. Promises of adequate social programs to offset reduced wages resulting 
from the implementation of free trade have rarely been kept (Stiglitz, 2015).

Globalization also brought with it increasing destabilization of financial markets with 
the liberalization of capital markets and the interconnected nature of economies. In the 1990's, 
there were several examples of such destabilization, including the Asian financial crisis, the 
collapse of Long Term Capital Management, and crises in the financial markets of Russia, 
Mexico, Brazil, and Argentina. In addition, the dot.com bust of the early 21st century created 
booms and busts in assets markets (Partnoy, 2004). This culminated in the great recession of 
2008, which was brought down by the collapse of the U.S. housing market and the corresponding 
derivatives and financial instruments that were distributed to global investors (Roubini, 2009). 
The finance of the global economy has emerged; that is, the conversion of everything into 
monetary form (Das, 2011). Increased wealth and consumption, increased borrowing, and some 
pursuits of making money are no longer directly linked to the production of goods. Speculators 
can make money from trading oil even if they do not actually produce, refine, or consume oil 
(Partnoy, 2004). 

Critics of globalization and the accompanying neoliberal perspective also emerged in 
the education sector (Ball, 2007). Pundits pointed to corporate organization, privatization, 
entrepreneurship, and interinstitutional competition as key factors in the hijacking of higher 
education by business elites and their political puppets (Bauman, 1998). Pressure on universities 
to increase collaboration with the business sector have met with some resistance on campuses 
among faculty who are sensitive to the differences between the values and conventions of 
academe and those of business (Clark, Moran, Skolnik, & Trick, 2009). Some might argue that 
instead of educating students for citizenship and democracy, schools are preparing them for a 
stratified labor force for the advancement of globalization (Bauman, 1998). Bowles and Gintis 
(2011) developed what they referred to as the correspondence principle, claiming that the 
primary aim of education in society involves a “correspondence” between the fundamental social 
relationships that exist in schools and workplaces (Rosenberg, 2003) . Bowles and Gintis (2011)
began by assuming that education must perform the stabilizing function of affirming dominant 
social institutions and cultural forms, but it should also play the personal developmental and 
egalitarian roles envisaged by Marx (Livingstone, 2009). The benevolent assumptions of the
functionalist sociology of Talcott Parsons attempted to show that schools in capitalist societies 
consistently impede full personal development. Instead, they legitimate rather than reduce social 
inequality in the process of performing this stabilizing function (Bowles & Gintis, 2011). At 
stake is whether postsecondary education continues to fulfill a progressive mandate centered on 
education as a tool for social justice and change, or whether it succumbs to a neoliberal agenda 
driven by government austerity and private interest.

The context described above is a critical component of the understanding of why higher 
education internalized the global shifts and shocks of the past 25 years and, more importantly, 
why entrepreneurship policy was integrated into the strategic planning processes of 
postsecondary institutions. The next section of the literature review explores the research related 
to entrepreneurship policy in higher education followed by an examination of how Ontario’s 
colleges have responded to globalization and entrepreneurship within their strategic plans. 



Educational Planning 63 Vol. 23, No. 2

Entrepreneurship Policy in Higher Education
A strong belief that entrepreneurship is a crucial driver of economic growth for both 

developed and developing nations has emerged among both scholars and policymakers (Praag & 
Versloot, 2007). Governments’ basic policy response to globalization was to develop policy that 
would create jobs. “The Job Generation Process” (Birch, 1979), an early study, moved new, 
small, and growing businesses to the attention of policymakers in much of the developed world. 
According to Schumpeter (2011), entrepreneurship is a driving force of innovation and more 
generally an engine for economic development. Endogenous growth theorists (Aghion & Howitt, 
1997) highlighted the importance of human capital and research and development (R&D) as 
additional explanations for increasing returns in the aggregate production function. More 
recently, several scholars have proposed entrepreneurship as a third driver of economic growth.
These scholars have suggested that entrepreneurs, with the development of new companies, are 
able to exploit the opportunities provided by new knowledge and ideas that are not fully 
understood and commercialized by the mature incumbent firms (Audretsch, Keilbach, & 
Lehmann, 2006). Entrepreneurship represents a missing link between investment in new 
knowledge and economic development, thus serving as a conduit for both entirely new 
knowledge and knowledge spillovers (Audretsch et al., 2006).

Entrepreneurship policy, then, primarily concerns the creation of an environment and 
support system to foster the emergence of new entrepreneurs and the start-up and early-stage 
growth of new firms to outsmart or outmaneuver economic rivals (Lundstrom & Stevenson, 
2005). Schools, colleges, universities, think tanks, design centers, and research laboratories are 
on the front line in the search for competitive advantages. It could be argued that it is within this 
perspective that higher education also has adapted entrepreneurship policy as part of its strategic 
plans. This does not only consist of entrepreneurship education, or programs that teach 
entrepreneurship, but also entrepreneurship as a culture and mindset that is pervasive throughout 
the school.

Other researchers have raised concerns about the effectiveness of entrepreneurship 
education efforts (Harris, Forbes, & Fletcher, 2000). In fact, some have found formal 
entrepreneurship training to be disadvantageous (Raffo, Lovatt, Banks, & O’Connor, 2000). 
However, the feedback received from those being trained is that they benefit from applied as well 
as the theoretical perspectives (Feldman, 2001). Regardless of one’s point of view, it is important 
to note that entrepreneurship education has been implemented in higher education since the early 
1990' with its foundations grounded in human capital theory.

Some researchers are critical of the role of entrepreneurship in public policy. In general, 
public policy in entrepreneurship facilitates investment in knowledge-creating activities, such as 
research and education, and encourages agents of change, or entrepreneurs, to innovate. In this 
regard, policy targets include higher education, scientists, schools, and research institutions, as 
well as nascent entrepreneurs. Policy instruments include funding for research and science as 
well as funding to start new businesses and efforts to support individuals in becoming 
entrepreneurs (Audretsch & Link, 2012). Some have argued that these types of investments lead 
to poor results and point to a lack of empirical evidence to support public investments. Shane 
(2010) provided eight key conclusions from his research that support his claims of poor return on 
investment in entrepreneurship. These include:

(1) Encouraging start-ups in general is lousy public policy because we have no 
evidence that people create too few or the wrong businesses in the absence of 
government intervention, and there is much evidence that these policies lead people 
to start marginal businesses that are likely to fail, have little economic impact, and 
generate little employment. 

(2) Investing a dollar or an hour of time in the creation of an additional average new 
business is a worse use of resources than investing a dollar or an hour of time in the 
expansion of an average existing business. 
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(3) No evidence supports the notion that new firm formation causes economic growth; 
rather, economic growth probably causes people to start businesses. Controlling for 
other differences across countries, in the number of people who run their own 
businesses is negatively associated with economic growth. 

(4) People are more likely to start companies in poorer and more agricultural places 
than in places that are richer and more reliant on manufacturing. 

(5) People in places with high rates of unemployment are more likely to start 
businesses than people in places with low rates of unemployment. 

(6) New firms do not create more jobs than existing firms; to get to 50% of net new 
jobs created by so-called new firms, one must consider all firms that are nine years 
old and younger to be new. 

(7) All of the job growth created by a given cohort of new firms comes in its first year; 
in every subsequent year, the cohort loses more jobs because of company failure 
than it adds as a result of company expansion. 

(8) The jobs in start-ups pay less, offer fewer benefits, and are more likely to disappear 
over time than jobs in existing companies. 

Critics of Shane’s perspectives have argued that enterprise education needs to develop 
beyond the economist viewpoint of business start-up and business growth and promote the notion 
that evaluations of enterprise education should encompass prime pedagogical objectives of 
enterprise education, thus enabling students to grow and develop and to shape their own 
identities in the light of their learning experiences (Edwards & Muir, 2012).

Despite the debate, Canadian schools of higher education continue to resource 
entrepreneurship education as a government priority (Parsley & Djukic, 2010). Over the last
decade, government programs have promoted R&D within the higher education sector to 
increase the production and development of new knowledge and the attraction and retention of 
world-class researchers. Taken together, R&D and new knowledge are entrepreneurial 
opportunities. As such, higher education institutions are in a position to play a significant role in 
developing an entrepreneurial advantage in Canada. Providing potential entrepreneurs with 
appropriate skills and support is an important element required to build a global competitive 
advantage.

In the province of Ontario in Canada, there are two systems of higher education 
generally recognized: universities and colleges. Globalization impacted both types of 
postsecondary institutions. Clark et al. (2009) suggested that there are three important 
implications:

(1) Globalization has heightened the public perception of the importance to the 
province’s economic well-being of the knowledge and skills produced by post-
secondary institutions by their teaching and research;

(2) The heightened public interest in the contribution of higher education to economic 
growth and security puts considerable stress on colleges and especially universities 
in dealing with the age-old tension between economic and broader intellectual 
cultural objectives; and,

(3) Globalization has spawned apparent pressure to blur the boundaries between higher 
education and industry.

The next section explores in greater detail the origin, evolution, and role of Ontario’s 
colleges since their creation in 1967 to the present.

Ontario’s Colleges: Strategic Planning and the Strategic Mandate Agreement
The province of Ontario is the largest and most populated in Canada. Postsecondary 

education is delivered by 20 provincially chartered universities, and there are 24 publically 
funded colleges in Ontario, with an annual budget of $7.5 billion, using 2013–2014 estimated 
operating and capital expenditures (Ministry of Training, 2015). The colleges, which were 
established in the late 1960's, are organized into what in most jurisdictions would recognize as a 
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state system (Lang, 2009) and were designed to be completely separate from the universities. 
Colleges were created as an instrument of public policy and their role was to be predominately 
economic (Dennison & Levin, 1988).

Colleges were intended to prepare workers for the provincial economy, particularly 
workers in the middle of the occupational hierarchy. The universities each have their own 
charters, are highly autonomous, and are a system only in the sense that they are financed under a 
single funding formula. In contrast to the predominantly economic mission of colleges, 
universities in Ontario have attempted to balance their economic role with their broader 
intellectual, cultural, and civic functions (Fisher & Rubenson, 1998).

Colleges distinguish themselves from their university counterparts by focusing on 
applied, rather than theoretical, research. Applied research has been defined as research directed 
primarily toward specific practical or commercial objectives (Clark et al., 2009). The colleges’ 
role in applied research was legally recognized in the Ontario Colleges of Applied Arts and 
Technology Act in 2002 (Clark et al., 2009)(Clark, Moran, Skolnik, & Trick, 2009). The Act 
states that the colleges can undertake applied research to educate their students, meet the needs of 
employers, and support community economic development (Clark et al., 2009).

From a strategic planning perspective, colleges have pivoted over the past 15 years to 
differentiate themselves from universities. In terms of strategic planning, the literature has shifted 
from a rational, structured, technical approach (Friedman & Hudson, 1974; Kaufman & Herman, 
1991) to more interactive, political, collaborative, creative paradigms (Bryson, 2011; Cook, 
1995; Newberry, 1992). Critics of strategic planning practice include Mintzberg (1994), who 
argued for that there should be a distinction between strategic planning and strategic thinking and 
believed these processes to be, in some cases, mutually exclusive. He suggested that often what 
is presented as strategic planning is actually no different from long-term planning. 

Other literature has linked strategic planning and organizational learning (Bartlett & 
Ghoshal, 1998), education reform (D’Amico, 1989) and accountability (Dunn, 1998; Gaither, 
1996). Other links with strategic planning in the literature present various other factors related to 
the success or failure of strategic planning; prevalent among these is leadership (Turan & Sny, 
1996), cultural context (Carlson, 1991), and politics (Moore, 2000). 

As fiscal pressure mounted in the public sector over the past decade, the Ontario 
government recently developed strategic mandate agreements to develop a more focused 
approach that would differentiate colleges and universities. The rationale was to spend money 
with little or no overlap, which would result in increased efficiencies in the system.

When the colleges were first created, the goal was to replicate the same institutional 
model across all regions, thereby instituting a relatively homogeneous product (Clark et al., 
2009; Clark, Moran, Skolnik, & Trick, 2009). Strategic mandate agreements were introduced to 
ensure that Ontario’s postsecondary system would build on individual strengths. The agreements 
are legal documents, signed by all publicly funded colleges and universities, that help guide 
future growth by encouraging more focus on unique strengths and avoiding or limiting expansion 
in academic areas in which programs already exist (Ministry of Training, 2014). Therefore, 
strategic mandate agreements are negotiated with individual institutions based on Ontario’s 
Differentiation Policy Framework for Postsecondary Education. Research has shown that 
differentiated postsecondary education supports greater quality, competitiveness, accountability,
and sustainability by allowing institutions to spend resources more efficiently and to focus on 
their areas of strength (Government of Ontario, 2013). As strategic mandates began to change 
this dynamic, researchers have suggested that applied entrepreneurship may serve as one of the 
factors that may help each college to distinguish its unique value proposition.

Applied Entrepreneurship and Conceptual Framework
As stated earlier, postsecondary education in Ontario includes two systems of publicly 

funded institutions. Figure 1 illustrates Ontario’s landscape of higher education and demonstrates 
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the differences between colleges and universities using innovation (R&D) and entrepreneurship/
small business (SMEs and start-ups).

In Ontario, colleges focus on Quadrants 3 and 4, and universities focus on Quadrants 1 
and 2. Evidence suggests that there is a limited number of training approaches in 
entrepreneurship that go beyond Quadrant 2. The dominant traditional paradigm of 
entrepreneurship programs is largely an academic-university paradigm; insufficient research has 
been conducted on Quadrant 3. Since 2002, colleges in Ontario have initiated applied research 
(Quadrant 4) to differentiate themselves from the traditional research that has been conducted on
universities. The applied research approach focuses on helping Ontario’s businesses, industries, 
and community organizations by enabling college researchers to engage in high priority applied 
research and development, innovation, and commercialization activities. To this extent, research 
has been differentiated between colleges and universities in Ontario. The gap, however, can be 
found in entrepreneurship. Figure 1 addresses this gap in applied entrepreneurship, specifically, 
in Quadrant 3. Policy and programs in colleges and universities currently do not distinguish 
between entrepreneurship as an academic approach and as an applied approach. Entrepreneurship 
programs may be useful from a university-academic approach but do little to instill and 
encourage entrepreneurship and small business start-ups in an applied manner (Gibb, 2006). 

Quadrant 1: This quadrant consists of academic university researchers whose primary purpose 
is to contribute to scholarly pursuits and whose research contribution is to build 
theory with empirical analysis. 

Quadrant 2: This quadrant consists of academic researchers and students from university, whose 
primary purpose is to commercialize and scale research-backed scientific 
discoveries. 

Quadrant 3: This quadrant consists of applied instructors and students from college, whose 
primary purpose is to commercialize competency-based training, resulting in small 
business creation.  

Quadrant 4: This quadrant consists of applied researchers from college whose primary purpose 
is to conduct course-based research from which students and community 
organizations such as small business owners receive benefits.

I nnov ation 
R & D  

A pplied  
E ducation

E ntrepreneurship/  
S m all B usiness 

A cadem ic 
E ducation 
 

4 1 

3  2  

Figure 1: Ontario’s higher education landscape with respect to innovation and entrepreneurship.
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The next section addresses the conceptual framework. Figure 2, which illustrates applied 
entrepreneurship in Ontario colleges, introduces an applied entrepreneurship conceptual 
framework for colleges in Ontario. This framework is suggested as a new perspective in 
conceptualizing and delivering entrepreneurship and small business education in an applied 
context.

The variables that explain the conceptual framework consist of the following 
definitions:
Students: Students are the learners in the applied context who bring their individual values, 

intrinsic motivation, interests, strengths and talents, drive, and determination in the 
learning environment. The interaction between the student and the learning 
environment is important to nurture applied entrepreneurship.

Idea: The idea is the learner’s ability to create a concept through creativity and 
innovation. The idea carries with it the need to compete and/or cooperate to supply 
the economic and/or society with a need that sufficiently meets demand. The idea 
needs to be well researched and ready to be tested. There must be capacity on the 
part of the school to allow students to communicate their ideas until it fits the 
opportunity.

Opportunity: Opportunities are necessary in order for the idea to meet the demand in the 
economy/society. These opportunities are based on trends and their impact at the 
global, national, and regional levels in order to for the ideas to find niches in the 
marketplace.

Resources: Resources comprise the school and community resources to support the student 
and the idea. Resources consist of refer to funding, faculty, staff, technology, 
facilities and community expertise to assist in the launch of a new venture to 
commercialize applied competencies and skills.

Competencies and Technical Skills: Community colleges in Ontario were established to respond 
to labour-market needs in communities across the province. Applied education 
largely consists of hands-on technical training in many diverse fields. These skills 
can be applied not only to employment but for those individuals who wish to be 
self-employed.
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Figure 2: Applied entrepreneurship in Ontario colleges. 
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METHODOLOGY
The research design is exploratory. The main purpose of this study was to ascertain the 

strategic objectives of Ontario’s community colleges as related to entrepreneurship and small 
business enterprise. Four key objectives drove the research: 

(1) Identify entrepreneurship policy, in terms of self-employment, in Ontario colleges’ 
Strategic Mandate Agreement,

(2) Explore gaps in the Strategic Mandate Agreement which pertain to applied 
entrepreneurship, as defined by the conceptual framework,

(3) Explore the balance between innovation policy (course-based research) and 
entrepreneurship policy (self-employment) in the Strategic Mandate Agreements, 
and

(4) Identify the use of applied entrepreneurship, as defined in the conceptual 
framework in the Ontario’s colleges Strategic Mandate Agreements.

An exploratory study was selected because of the uniqueness of applied 
entrepreneurship. Because applied enterprise is an emerging model, an exploratory study is 
useful to answer broad questions such as “What is going on here?” Because the research needs to 
explore strategic success factors, this research design is most suitable for those objectives. 
Therefore, the study needs to take a broad view of Ontario’s colleges to gather information so 
that a description of what is occurring can be made as it relates to the conceptual framework.

Sample
A purposive sampling procedure was used for this study. Purposeful sampling is a non-

random method of sampling in which the researcher selects information-rich cases for in-depth
study. Information-rich cases are those from which one can learn a great deal about issues of 
central importance to the purpose of the research (Corbin & Strauss, 2008; Yin, 1994). There are 
24 publicly funded colleges in Ontario, of which 2 are French-speaking schools. The sample for 
this study includes 10 English-speaking schools selected based on geographic regions of Ontario 
(Table 1) and the language fluency of the research team. The selected 10 colleges included 2 
from the north, 2 from the south, 2 from the east, and 2 from the Greater Toronto Area (central).
The study analyzed 10 Strategic Mandate Agreements using a document analysis. Document 
analysis is a systematic procedure used to review and evaluate documents (Bowen, 2009). In this 
particular study, electronic strategic mandate agreements were obtained.

Table 1: Publicly Funded Colleges Identified 

Geographic Region Schools
North Northern, Sault
South Niagara, Mohawk
East Algonquin, St. Lawrence
West Fanshawe, St. Clair, 
Central Humber, Seneca 

Procedure
The research team randomly selected 10 colleges in Ontario based on geographic 

location in the province, and subsequently downloaded 10 Strategic Mandate Agreements from 
their respective Web sites. Specifically, the procedure involved finding, selecting, appraising, 
and synthesizing data contained in the Strategic Mandate Agreements. This analysis yielded data 
that included excerpts, quotations, or entire passages in which innovation policy related to 
course-based research (R&D) and entrepreneurship policy related to self-employment (SME) 
were explicitly mentioned in the Strategic Mandate Agreement and then organized them into 
major themes and categories using content analysis (Labuschagne, 2003). The researchers 
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carefully examined and interpreted the data to elicit meaning, gain understanding, and develop 
empirical knowledge (Corbin & Strauss, 2008).

In addition, the researchers coded the data using content analysis, which is the 
appropriate technique for the objective and systematic study of message characteristic in natural 
language (Holsti, 1969). The researchers then proceeded to develop a classification scheme to 
count the number of times words were said based on the research questions identified earlier.

Instrument
A research framework was developed based on the conceptual framework (Figure 2).

From the conceptual framework, an instrument was created to collect the data. The instrument 
centered on five themes to investigate in the Strategic Mandate Agreements: differentiation 
between schools, aspirations to include entrepreneurship, contextual justification to include 
entrepreneurship, teaching and learning entrepreneurship, and whether there is evidence to 
suggest that innovation and/or entrepreneurship appears to be valued.

Measures, Analysis, and Data Sources
An artifact data worksheet was developed (Table 2), and data were collected from 10

Strategic Mandate Agreements. The researchers then analyzed the data using document analysis, 
organizing words and phrases into a summary table and an artifact worksheet summary (Table 3). 
The researchers carefully aggregated the data into themes and patterns as they related to applied 
entrepreneurship.

Table 2: Artifact Data Worksheet

Question Description

1 Type of Document: Strategic Mandate Agreement
2 Unique Characteristic of the Document: Legal Contract
3 Date of Document: 2014–2017
4 Author (Creator) of the Document: Board of Trustees (College)
5 Audience of Document: Ministry of Education; Public
6 What role does entrepreneurship and/or innovation play in differentiation?
7 Is entrepreneurship and/or innovation part of the school’s aspirations?
8 Does entrepreneurship and/or innovation play a role in teaching/learning?
9 How are entrepreneurship policy and/or innovation policy justified in the 

document?
10 Does the school have a balanced approach to innovation policy (R&D) and 

entrepreneurship policy (SME)?

RESULTS
College differentiation (Question 6) was employed to distinguish each school’s strategy 

relative to entrepreneurship. A Likert scale was created in which 0 signified no differentiation, 1 
signified some differentiation, and 2 indicated significant differentiation. Three schools, one in 
the north, one in the south, and one in the east, had no significant references to entrepreneurship. 
Three schools, one in the north, one in the east, and one in the west had some references to 
entrepreneurship and four schools, one in the south, two in the center, and one in the west had 
extensive reference to entrepreneurship as a differentiator of the school.

College aspirations (Question 7) related to future strategy with respect to 
entrepreneurship. A Likert scale was created in which 0 signified no aspiration, 1 indicated some 
aspirations, and 2 signified extensive aspirations. All but one college, in the east had some 



Educational Planning 70 Vol. 23, No. 2

reference to the development of entrepreneurship in the near future but had no significant 
mention of entrepreneurship in future aspirations.

Entrepreneurship in teaching and learning (Question 8) was acknowledged by all but 
two schools (one in the north the other in the south). The statements were generally made in 
terms of program delivery methods, such as experiential learning, operating a business related to 
a program cluster, technology-enabled learning, cross-cultural international experiences, and 
industry and community partnerships, which engage students and faculty in entrepreneurship.
The documents expressed entrepreneurship in terms of entrepreneurial learning methods, but 
none of the documents mentioned entrepreneurship in terms of a teaching approach or 
philosophy in terms of challenging the traditional model of knowledge delivery in the classroom. 
This question was labeled as either a Y for yes or N for no.

The justification to pursue entrepreneurship (Question 9) was observed in two ways. 
The first was internally focused, whereby schools validated entrepreneurship by focusing on 
learning activities within the school. The second was externally focused, whereby schools 
validated entrepreneurship as a result of the changing regional and global environment and 
offered entrepreneurship as a viable policy to meet the changing nature of the global economy. 
The results revealed that six schools were internally focused, one school was externally focused, 
and three had a balance between both internally and externally focused approaches. Specifically, 
schools in the north and south were internally focused; only one in the center and west, two 
schools in the east, and one in the west were balanced; and only one school in the center was 
externally focused. A Likert scale was created in which 0 represented internal focus, 1 
represented externally focused, and B signified a balanced approach.

The documents were explored (Question 10) relative to whether schools were oriented 
toward entrepreneurship policy (SMEs) and/or innovation policy (R&D). Responses to this 
question were labeled EP for entrepreneurship policy, IP for innovation policy, or B for a 
balanced approach. The results showed that 4 schools positioned themselves as innovation policy
schools, while one school towards an entrepreneurship policy and 5 schools had a balanced 
approach between innovation and entrepreneurship policy. Specifically, both schools in the north
and one each in the south and east had an innovation policy; one school in the south had an 
entrepreneurship policy; and both schools in the center and in the west and one in the east had a 
balanced approach. 

Table 3: Artifact Worksheet Summary

Question N1 N2 S1 S2 C1 C2 E1 E2 W1 W2

6 1 0 2 0 2 2 0 1 1 2
7 0 0 0 0 0 0 0 1 0 0
8 Y N Y N Y Y Y Y Y Y
9 0 0 0 0 0 1 B B 0 B

10 IP IP EP IP B B IP B B B

LIMITATIONS
This study analyzed only one type of document (i.e., Strategic Mandate Agreements). 

To have a more complete study, document analysis must be combined with other qualitative 
research methods as a means of triangulation, or the combination of methods in the study of the 
same phenomenon (Denzin, Lincoln, & Lincoin, 2000). By triangulating data the researcher 
attempts to provide a confluence of evidence that breeds credibility (Eisner, 1991). The 
qualitative researcher is expected to utilize multiple (at least two) sources of evidence, to seek 
convergence and corroboration through the use of different data sources and methods. Apart 
from documents, such sources include interviews, observation, and physical artifacts (Yin, 1994). 
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A mixed method approach would also be useful, combining quantitative and qualitative research 
techniques (Bowen, 2009). These additional approaches would minimize the limitations related 
to insufficient detail and biased selectivity. Insufficient detail in this study refers to fact that the 
strategic mandate agreement was not produced for research purposes but created independent of 
the research agenda and therefore previous studies located in documents are not being 
considered. Consequently, the agreements do not provide sufficient detail to answer the research 
questions completely. Bias selectivity refers to the incompleteness of documents selected. From a 
college context, the available (selected) documents (Strategic Mandate Agreements) were created 
as a contract with the government (Ministry of Education), and are likely to be aligned with 
policies and procedures with a political agenda and may not reflect an emphasis on empirical 
validation.  

CONCLUSION AND IMPLICATIONS
For colleges in Ontario to be relevant in the age of globalization, they must adopt unique 

policies reflected in strategic plans that differentiate colleges from universities. The innovation 
approach delivered by colleges reflects research directed to an applied approach rather than a 
curiosity perspective and is directed primarily to specific practical or commercial objectives; that 
is, serving the needs of local employers and supporting community economic development. In 
terms of entrepreneurship policy, colleges have an opportunity to differentiate themselves
further.
The sample of colleges in this study had no framework closely aligned with an applied 
entrepreneurship approach. If the colleges continue to strive to prepare students for the world of 
work and employment as well as to help communities to improve their quality of life and 
standard of living, then colleges must strive to incorporate an entrepreneurship policy that 
reflects an applied education philosophy. Colleges have a significant opportunity to leverage 
their expertise in applied education and support applied entrepreneurship. By creating the 
capacity to develop and support small businesses, colleges can continue to make a difference in 
the economic viability and success of their communities. It can be argued that the Strategic 
Mandate Agreements provided a unique opportunity to set the priorities of each college.
Inclusion of applied entrepreneurship in the strategic planning processes of colleges is an 
important step toward the attainment of applied entrepreneurship goals. It is only when colleges 
can balance innovation policy with entrepreneurship policy that will they be effective in 
delivering entrepreneurship outcomes that serve both local communities and the broader 
Canadian society.
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