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ABSTRACT
THE IMPACT OF THE TITLE I PRINCIPAL’S LEADERSHIP STYLE
ON THE CLIMATE OF THE SCHOOL
BY: EMILY KAY JAMES
Principals have become one of the most significant factors that affect student achievement, next
to classroom teachers, and the overall success of the school. Principals of Title I schools have the
added challenge of serving children from low-income families. Research was conducted to
determine the impact that the leadership style of the Title I elementary school’s principal has on
the climate of the school. The leadership styles that were examined in this study were
transformational leadership, transactional leadership, and distributive leadership. Participants of
this qualitative phenomenological study include fifteen classroom teachers from two different
school sites from the same suburban school district. Participants were asked twelve open-ended
questions about their experience with principals’ leadership and the impact those principals had
on the climate of their school. It was concluded that transformational leadership and distributive
leadership had a positive impact on the climate of the Title I elementary schools. During the
interview process with regard to transformational and distributive leadership the following
themes emerged: positive, collaboration, openness, teamwork, empowering, committees, unified,
and valued. Transactional leadership was found to have a negative impact on the climate of the
Title I elementary school except for when verbal praise was used. The following themes emerged
during the interview process with regard to transactional leadership: principals’ failure to
consider outside factors, the negative effects of competition and unclear rules, and potential
positive effects of verbal praise.
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CHAPTER ONE: Introduction
In recent years, the influence of the principal has become increasingly substantial.
Suppose schools are to be more successful in meeting the needs of all students. In that case, they
must be led by individuals who have the capacity, motivation, and the will to foster conditions
conducive to learning for both students and staff (Branch et al., 2012; Chenoweth & Theokas,
2013; Davis et al., 2017; Oleszewski et al., 2012; Wallace Foundation, 2013). This chapter
includes a summary of the principalship, defines culture and climate, and discusses potential
benefits or problems associated with principals' different leadership styles and how those impact
the climate of elementary level Title I schools. For this study, transformational, transactional,
and distributed leadership will be discussed.

Background of the Study
Since the 1800s, schools have had a school leader in some form. Job tasks, in the
beginning, included teaching, discipline, school management, and parent communication.
(Kafka, 2009). When the school leader’s job first emerged, people serving this role had no
formal training. As time went on and the role became more crucial, school administrators began
to receive formal training in order to govern a school site (Lashway, 1999).
By the 1900s, the job had evolved from school site manager to a role that included
bureaucratic, managerial, instructional, and community responsibilities. For several decades
now, principals have had the responsibilities of leading teachers, monitoring students,
communicating with the district, and working with community members (Hallinger, 2005; Urick
& Bowers, 2013). Over time, the principal has transitioned from serving as a building manager to
providing leadership that influences and impacts instruction of students (Hallinger, 2005;
Wallace Foundation, 2013). Principals are expected to have high outcomes for students (Kafka,
1

2009). Principals have become one of the most significant factors that affect student
achievement, next to classroom teachers, and the overall success of the school (Branch et al.,
2012; Chenoweth & Theokas, 2013; Davis et al., 2017; Oleszewski et al., 2012; Wallace
Foundation, 2013).
Principals of Title I schools have the added challenge of serving children from lowincome families. It is up to the school leader, the principal, to set high expectations of both staff
and all students. Children from low-income families are often already behind grade level by the
time they enroll in school (Chenoweth & Theokas, 2013). Title I schools frequently have firstyear or principals who are just beginning their administrative careers (Branch et al., 2012).
Although they are obligated to provide leadership, they have not had the time or opportunity to
become the leader that the school needs and deserves (Branch et al., 2012).
Along with the roles described above, the principal is also responsible for helping to
shape the school’s culture and climate of the school. The principal has the job of developing the
school’s mission and vision and frequently communicating those to their staff (Tirozzi, 2001;
Urick & Bowers, 2013). The differences between culture and climate can be viewed as follows:
● Culture refers to a consistent set of patterns, norms, and values that people follow for
communicating, thinking, and acting. The way an organization acts and accomplishes
work is culture. Culture can also refer to the shared vision that members of the
organization have (Seibold & Gamble, 2015; Watkins, 2012).
● Climate refers to the feelings and attitudes that are created by the organization and is the
quality and character of school life. Included are the atmosphere, tone, spirit, mood,
environment, and ambiance of a workplace. Climate looks at the relationship between all
people in an organization (Aldridge & Fraser, 2015; Pinkas & Bulić, 2017).
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These concepts will be explained more fully in Chapter Two.
Statement of the Problem
Many scholars have concluded that the principal of the school is the most significant
factor that affects student achievement and the overall success of the school (Branch et al., 2012;
Chenoweth & Theokas, 2013; Davis et al., 2017; Oleszewski et al., 2012; Wallace Foundation,
2013). There is no guarantee that the effects of a principal’s leadership will necessarily be
favorable. Past researchers reveal schools need a positive climate to be effective. Schools that
have positive climates are more likely to have increased student engagement and improved
academic achievement (Aldridge & Fraser, 2015; Teddlie & Reynolds, 2000; Wallace
Foundation, 2013).
Developing the climate of the school is the role of the principal (Urick & Bowers, 2013).
Urick and Bowers state “principals shape instruction through the establishment of a school
climate and the frequent communication of a common mission and vision…leadership behaviors
that contribute to a creation of a school climate have been found to have an increased influence
on teacher and student outcomes compared to managerial tasks” (Urick & Bowers, 2013, p. 98).
The study will examine how different leadership styles of principals impact teachers’ perceptions
of the climate of elementary level Title I schools.
Purpose of the Study
The purpose of this study is to explore the impact that the Title I elementary school
principal’s leadership style has on the climate of the school. Specifically, the study will
investigate leadership styles referred to as transformational leadership, transactional leadership,
and distributive leadership. Transformational leadership is the concept that the leader works to
develop and create a vision and inspires employees to perform at higher levels (Burns, 1978).
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Transactional leadership refers to a style where the leader rewards or disciplines followers based
on their actions (Bass & Riggio, 2006). Distributive leadership is the idea that leaders look to
their followers for influence and the decision-making process involves many people. The
organization’s followers are encouraged to create change (Harris, 2005; Harris & Muijs, 2004).
Research Questions
Research Question 1: In Title I elementary schools, what are teachers’ experiences with
the principal’s use of transformational leadership?
Research Question 2: In Title I elementary schools, what are teachers’ experiences with
the principal’s use of transactional leadership?
Research Question 3: In Title I elementary schools, what are teachers’ experiences with
the principal’s use of distributive leadership?
Research Question 4: In Title I elementary schools, what is the relationship between
these leadership styles and teachers’ perceptions and experiences of school climate?
Significance of the Study
The quality of principal leadership is one of the most important factors in the success of a
school (Branch et al., 2012; Chenoweth & Theokas, 2013; Davis et al., 2017; Oleszewski et al.,
2012; Wallace Foundation, 2013). A school with a successful leader and a positive climate is
more likely to produce higher student results and greater teacher job satisfaction (Aldridge &
Fraser, 2015; Newman et al., 2014; Teddlie & Reynolds, 2000; Wallace Foundation, 2013).
Results of this study will highlight the impact of transformational leadership, transactional
leadership, and distributive leadership on Title I elementary school’s climate. The study will
guide future leaders with best practices for leadership. The results will also benefit principal
preparation programs as facilitators create their curriculum to reflect the most recent findings.
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Finally, the study will highlight to principals the positive and negative impact that their current
leadership creates with regard to their school climate.
Definitions of Terms
Assistant Principal: An individual who provides support to the principal by handling tasks such
as student management, teacher growth, and development, classroom observations, instructional
leadership, and any other task asked of them by the principal (Baker et al., 2010).
Culture: A consistent set of patterns, norms, and values that people follow for communicating,
thinking, and acting (Watkins, 2012).
Climate: The feelings and attitudes that are created by the organization (Clark, 2015).
Distributive Leadership: The leader looks to their followers for influence. The decision-making
process involves many people. Followers are encouraged to create change (Harris, 2005;
Spillane, et al., 2004).
Elementary School Principal: The lead administrator responsible for overseeing the day-to-day
actions a school site including teaching and learning, student behavior, before and after school
activities, school finance, parent communication, and any other service necessary for the school
to run (Hallinger, 2005; Kafka, 2009; Urick & Bowers, 2013). This term is used interchangeably
with school leader.
Leadership: The ability to motivate and influence others to create change (Kotter, 2011;
Maxwell, 2011).
Positive: An adjective used to describe someone or something that is full of hope and
confidence, happy, a good aspect, expressing agreement or support (Cambridge University Press,
2021).
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Title I: A label that signifies that the school receives federal funding from the Every Student
Succeeds Act due to educating low-income students (Every Child Succeeds Act, 2015; Miller,
2015).
Transactional Leadership: The leader rewards or disciplines followers based on their actions
(Bass & Riggio, 2006).
Transformational Leadership: The leader works to develop and create a vision and then
inspires employees to perform at higher levels (Burns, 1978).
Abbreviations Used
ESSA: Every Student Succeeds Act
IQ: Interview question
IRB: Institutional Review Board
RQ: Research question
IP: Interview Participant
Assumptions
Assumptions of this study include that all the data collected are truthful and based on
the teacher’s real and honest opinions of the leadership at their site and the climate at their site.
An additional assumption is that teachers responding will have an understanding of the three
different leadership styles.
Limitations
Creswell (2008) explained that limitations:
often relate to inadequate measures of variables, loss or lack of participants,
small sample sizes, errors in measurement, and other factors typically related to
data collection and analysis. These limitations are useful to other potential
6

researchers who may choose to conduct a similar or replication study. (p. 207)
Limitations of this study may include:
1. The study was limited to four Title I elementary schools in the district.
2. The researcher has assumed that the principals who lead these schools would be utilizing
or exhibiting, at one time or another, the characteristics of the leadership styles in
question.
3. The number of teachers at each site who will participate could become problematic
depending on teachers’ willingness to participate or not participate in the study.
4. Administrators may be hesitant in encouraging their teachers to participate due to the
possibility of the study recognizing a weakness or lack of positive climate at the school
site.
5. The principals have each been in the principal role at their specific Title I elementary
school for different lengths of time.
6.

The length of time that teachers have worked at that elementary school with the principal
will also vary as well as the teachers’ backgrounds, experience, and training.

7. At the time this research will be completed our state and country are currently
experiencing a pandemic, which may limit the availability and accessibility to the
teacher.
Delimitations
Delimitations are variables and factors controlled by the researcher (Creswell, 2010).
Delimitations of this may study include:
1.

All Title I schools that participated were from the same district.
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2. The schools vary in size of the student population and percentage of students that receive
free and reduced lunch (a Title I qualifying factor).
3. The participants of the study were volunteers.
4. While assistant principals may also influence the climate of the school, the focus of this
study is the impact created by the principals’ leadership style.
5. Due to the criteria that were set for the participants, there may be a limited amount of
qualified individuals available for the study.
6. The researcher has also been employed by the district for five years.
Conceptual Framework
To determine the impact of the principal’s leadership style on the climate at the Title I
elementary schools a qualitative phenological approach will be used (Creswell, 2018; Richards
& Morse, 2013). Researchers presume that classroom teachers at Title I schools are impacted
daily by the principal’s leadership (Aldridge & Fraser, 2015; Newman, Holt, Arrambide, &
Hammack, 2014; Teddlie & Reynolds, 2000; Wallace Foundation, 2013). The climate of school
is also impacted by the principal’s leadership style daily (Aldridge & Fraser, 2015; Newman,
Holt, Arrambide, & Hammack, 2014; Teddlie & Reynolds, 2000; Wallace Foundation, 2013)
and that knowledge and theory can result from a deep examination of teachers’ lived experiences
of varying styles of leadership.
The researcher anticipates that the use of different leadership styles will impact the
climate of Title I schools in different ways. Some leadership styles will have a positive impact on
the climate whereas some leadership styles may have a negative impact on the climate. If a
leadership style is not contributing positively towards the climate of the Title I school the
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principal could be detrimental to the staff and students and ultimately the overall success of the
school.
The researcher will use a phenomenological framework to conduct interviews and collect
narratives from teachers that experience the shared phenomena of each principal’s leadership
style. The narratives will offer an in-depth look into the principal’s leadership style and what
impact the styles are having on the climate of the school. The researcher will then be able to
analyze data to determine common themes and trends amongst the narratives.
Organization of the Study
The study is organized into five chapters, a bibliography, and appendices in the following
manner. Chapter One introduces the role of the principal and its significance. It includes the
purpose of the study, the statement of the problem, the research questions, significance of the
study, definitions of terms, assumptions, limitations, and delimitations. Chapter Two presents a
review of the literature dealing with the history of the principalship, education of principals, an
overview of Title I, culture, climate, and leadership styles. Chapter Three explains the research
design and methodology used in this study. The instruments used to gather data, the procedures
followed, and how the sample was selected for the study are described. Chapter Four provides an
analysis of the data and presents the findings. Chapter Five includes the summary, conclusions,
and recommendations of the completed study. The study concludes with a biography and
appendixes.
Summary
This study seeks to understand the impact of the Title I principal’s leadership style on the
climate of the school. The researcher examined the principal’s leadership styles at four Title I
elementary schools in a suburban public school district in the southwest and worked with
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volunteer participants from the school sites to collect qualitative data. The results of this study
show the impact of transformational leadership, transactional leadership, and distributive
leadership on Title I elementary school’s climate as well as guide future leaders in best practices.
Many scholars have concluded that the principal of the school is the most significant factor that
affects student achievement and the overall success of the school (Branch et al., 2012;
Chenoweth & Theokas, 2013; Davis et al., 2017; Oleszewski et al., 2012; Wallace Foundation,
2013). If there is a leadership style that promotes a more positive climate for Title I elementary
schools, the style needs to be made known so that future leaders can have the right tools to
influence and lead their schools.
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CHAPTER TWO: Literature Review
From the beginning of education in the United States, schools have had master teachers
or someone who was held accountable for student’s education and management of school sites.
The pressure put on that person has increased immensely, and the impact that the principal or site
leader has on the school is substantial. That pressure is even greater at Title I schools due to the
added challenge of educating children from low-income families. The following section will
address the history of the principalship, education of principals, continuing education of
principals, Title I schools, education leadership styles, and culture and climate.
History of the Principalship
Early in America’s history, schools had single teachers or master teachers who responded
to their community or school boards about what is happening in the classroom (Kafka, 2009). In
the 1800s when schools began to grow, classes were split, and the principal teacher’s role began
to emerge (Kafka, 2009; Lashway, 1999). Principal teachers still conducted a regular class but
also had administrative responsibilities such as assigning classes, discipline, and maintaining the
building (Kafka, 2009). These leaders had very little training and the role was not recognized as
a distinct profession (Lashway, 1999). This role was almost always held by a white male (Kafka,
2009). As time went on, the instructional part of the principal teacher’s role was eliminated and
the principal became a full-time administrator (Kafka, 2009). School districts were growing at an
extraordinary speed. From 1870 to 1898, student’s overall enrollment receiving an education in
the United States went from 7,000,000 to 15,000,000 (Kafka, 2009).
By the end of the 19th century, the principal was seen as an authority role, and the
managers of the school site (Wallace Foundation, 2013). The principal directed teachers and
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advised teachers, maintained school grounds, was responsible for all supplies, and fulfilled other
various duties (Hallinger, 2005; Kafka, 2009). In 1884, the Chicago District Superintendent
declared the principal as the prime factor of success for any individual school (Kafka, 2009). By
the 1930s, the principal was seen as the head executive of the schools (Kafka, 2009). As schools
and school districts became larger more authority was passed on to the principal (Kafka, 2009;
Wallace Foundation, 2013). During this time, principals also had a significant amount of
autonomy and independence to run their schools, but they were expected to create the best
educational results and do it with efficiency (Kafka, 2009). Kafka reported that seventy percent
of principals had no teaching responsibilities by this point and were now seen as teachers of
teachers (Kafka, 2009). The role of the principal became very prestigious. Principals were also
expected to spend time in classrooms and evaluate teachers. They were given authority to hire
and fire teachers (Kafka, 2009).
Principals started to be seen as local leaders and by the early 1900’s starting hosting
events to gain trust from parents such as mothers clubs and school open houses. This was done as
a public relations or community relations act (Kafka, 2009; Pannell et al., 2015; Wallace
Foundation, 2013). The principalship was beginning to become a political position. By the 1920s
the role of the modern principal had been created (Kafka, 2009). Principals now had
bureaucratic, managerial, instructional, and community responsibilities. They now had the
responsibility of leading teachers, monitoring students, communicating with the district, and
working with community members (Hallinger, 2005; Urick & Bowers, 2013). While
expectations and the pressure from the community have changed from the 1930s many of the
responsibilities remain the same. Principals are leaders of the schools and expected to create the
best possible educational results (Kafka, 2009).
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The Wallace Foundation reports that the job of the principal has transitioned from
building managers to being leaders who influence and impact the instruction of students
(Hallinger, 2005; Wallace Foundation, 2013). Their report goes on to add that the principal has
five main responsibilities. First, principals are responsible for shaping a vision of academic
success for all students. Second, principals must recreate a climate that supports education.
Third, they must distribute leadership to others so that all understand their role in the school’s
vision. Fourth, they are responsible for improving instruction so that teachers can teach at their
best and students can learn to their maximum capability. Finally, principals should manage
people, data, and processes to aid in their school improvement (Wallace Foundation, 2013).
Kafka states, “Principals should be strategic, instructional, organizational, political, and
community leaders and they should be afforded the autonomy commensurate with their
responsibilities” (Kafka, 2009, Pg. 328). She also states:
“Although specific pressures might be new, the call for principals to accomplish great
things with little support, and to be all things to all people, is certainly not. What is new is the
degree to which schools are expected to resolve society’s social and educational inequities in a
market-based environment.”
A principal's success is now based on test scores and the pressure to be high performing
is immense. Oleszewski et al., draw attention to the idea that the more focus administration puts
on teaching and learning the greater the student’s outcomes are (Chenoweth & Theokas, 2013;
Oleszewski et al., 2012). Principals must compete for students and with those students obtain
high test scores or risk losing school funding. Principals are in the middle of the educational
hierarchy but answer to district officials, policymakers, parents, students, teachers, and
community members (Kafka, 2009).
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As the focus of principals’ jobs changed and they became more responsible for increased
student outcomes, principals were then and are expected to be instructional leaders (Hallinger,
2005; Tirozzi, 2001). The term instructional leader refers to anything the principal does to impact
teaching and learning at the school site (Grissom & Loeb, 2011; Hallinger, 2005; Robinson, et
al., 2008). These principals then had to revert to managing the school site and being deeply
engaged in the school’s curriculum and work in a hands-on way directly with teachers
(Hallinger, 2005; Robinson et al., 2008; Tirozzi, 2001).
Robinson, Lloyd, and Rowe’s meta-analysis study on the impact of instructional
leadership of the principal concluded that effective principals work through five dimensions
(Robinson, Lloyd, and Rowe, 2008). Their study included that effective instructional leaders are
goal-oriented, partially related to student achievement (Hallinger, 2005; Robinson et al., 2008).
Principals also work directly with teachers to plan, coordinate, and evaluate teaching and
learning. Leaders resource strategically to have influence over staffing and teaching resources.
Principals promote and participate in professional development. Principals who serve as effective
instructional leaders ensure an orderly and supportive learning environment (Robinson et al.,
2008).
Principals also have the great responsibility of shaping their school’s culture and climate
(Urick & Bowers, 2013). The principal has the job of developing the mission and vision of the
school and frequently communicating those to their staff (Tirozzi, 2001; Urick & Bowers, 2013).
They also work to distribute leadership tasks to other teachers on site. They are to guide,
develop, and influence teachers (Urick & Bowers, 2013).
Dependent on need, some sites are assigned assistant principals or vice principals. This
person is generally directly under the principal and can have any variety of daily jobs such as
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resource and student management, teacher growth and development, classroom observations,
instructional leadership, and more. The job of assistant principal is typically tailored to meet the
needs of the school or district (Baker et al., 2010). Principals that have assistant principals,
especially new ones, have the extra job of training them, supporting them, and preparing them
for their own future principalship (Baker et al., 2010).
Education of Principals
Several scholars have asserted that principals are one of the most significant factors that
affect student achievement and the overall success of the school (Branch et al., 2012; Chenoweth
& Theokas, 2013; Davis et al., 2017; Oleszewski et al., 2012; Wallace Foundation, 2013). With
high pressure experienced by principals, there is a need for excellent training and preparation
prior to accepting the job.
This was not the case in the 1800s when the role of the principal began to emerge.
Principal training did not begin until the early 1900s. Formal leadership programs began to
emerge and professors, typically former superintendents, attempted to train future principals
(Lashway, 1999). Leadership programs continued to evolve throughout the 1990s. By 1990,
leadership development programs had a strong focus on instructional leadership (Olson, 2007;
Reames, 2010). They worked on problem-solving by looking at real-life examples and
examining and talking through what should have been done (Lashway, 1999). As a result of this
focus, leaders now needed to be confident in pedagogical practices and curriculum design,
recognize outstanding and failing practices, analyze and interpret data, and know-how to create
professional learning cultures. Scholars have asserted that leadership programs should develop
leaders of change initiatives, expose aspiring leaders to real-life problems, and give future
leaders authentic experiences (Lashway, 1999; Olson, 2007; Reames, 2010). To help future
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leaders apply what they are learning in their course work it is important that they have fieldbased experiences (Olson, 2007)
Arizona Principalship Education
Since this study is being done in Arizona, the following information will reflect the State
of Arizona principal requirements.
In the state of Arizona, the current requirements, to obtain a principal certificate are:
● A master’s degree or a higher degree from an accredited university
●

Three years of full-time teaching experience in a K-12 setting

●

At least 30 hours of educational administration classes including finance and law

●

A principal practicum or two years of principal or vice-principal experience

●

A passing score on the Arizona Educator Proficiency Assessment (AEPA) Principal
Subtest I and II exam or the Arizona Educator Proficiency Assessment (AEPA)
Superintendent Subtest I and II exam.

● Individuals can also receive certification reciprocity from having their certification in
another state (Arizona Department of Education, 2019).
As of October 2019, students who enroll in universities in the state of Arizona to obtain
master’s in educational leadership will participate in programs that have 36 hours of coursework
and complete a principal internship. The program includes required coursework in law and
finance, as well as, courses about leadership, instructional planning, publicity and politics, and
supervision of instruction (Northern Arizona University, 2019). Programs align with standards
from the Council for the Accreditation of Educator Preparation (CAEP), National Educational
Leadership Preparation Standards (NELP), and Professional Standards for Educational Leaders
(PSEL) (Northern Arizona University, 2019).

16

The internship that is required by the state of Arizona requires students to complete 270
hours over the course of the master’s degree (Northern Arizona University, 2019). This is when
the principal candidate works with a current and certified principal to gain hands-on experience
at a school site. After completing a master’s degree in educational leadership, the desired
outcome is that the student is then ready for the principalship. In principle, they should be ready
to work on school goals, assess school progress, promote, and sustain a healthy school climate,
and manage an entire school. They are then expected to be responsible for every student’s
success by collaborating with faculty and community members (Northern Arizona University,
2019). They also must be able to understand, respond to, and influence larger political, social,
economic, and legal issues surrounding education (Northern Arizona University, 2019).
Title I
Historical Background
In January 1964, President Lyndon B. Johnson gave his first State of the Union Speech
(Bailey, 2014). During this speech, he told the U.S. Congress it was time to declare war on
poverty. President Johnson said we need to “not only to relieve the symptom of poverty, but to
cure it and, above all, to prevent it” (Bailey, 2014, p. 1). President Johnson’s advisors estimated
that 20% of America’s population was living in poverty in 1962 as compared America’s 10.2%
that were living in poverty according to the 2019 census (Lynch, 2016; Semega, et al., 2020).
Johnson believed that the government should work to reduce that percentage (Lynch, 2016).
Programs were created to give individuals food stamps, affordable housing, and healthcare
(Lynch, 2016). As a part of Congress’s plan, they wanted to fight the impact that poverty was
having on children. Research shows that there is a direct correlation between poverty and student
achievement (Carmichael, 1997). Carmichael explains that when students come from low-
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income families, they are three times as likely to be low achieving students if they attend a high
poverty school as opposed to a low poverty school (Carmichael, 1997).
Congress enacted the Elementary and Secondary Education Act (ESEA) in 1965
(Carmichael, 1997). President Johnson believed that full educational opportunity should be our
nation’s first goal (U.S. Department of Education). The Elementary and Secondary Education
Act would provide funding for districts serving low-income students, federal grants for textbooks
and library books, funding for special education centers, and scholarships for low-income college
students (U.S. Department of Education). Isernhagen explains in her article called A Portrait of
Administrator, Teacher, and Parent Perceptions of Title I School Improvement Plans, that the
nation needs to create and identify sets of tools that will help aid schools in meeting the needs of
all learners and that schools need to improve learning for all students regardless of financial
status, ethnicity and background (Isernhagen, 2012). This is what President Johnson, Congress,
and the Elementary and Secondary Education Act set out to do. The idea was that it would help
provide additional funding to the schools in high-poverty areas. As stated previously, research
shows that poverty directly impacts student achievement. President Johnson wanted to decrease
that impact and give more individuals a chance to be successful.
In the Elementary and Secondary Education Act and all the renewals of the
legislation that followed, the section that addresses school funding and educational inequality is
referred to as Title 1 (Clark, 2019). The Title 1 pillar is one of the oldest and largest federally
funded programs still in place from President Johnson’s presidency (Clark, 2019). This
program’s main purpose and its role is to help fund and support schools with underprivileged
children. In other words, money is given to schools that qualify to help those sites bridge the gap
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caused by financial inequity (Clark, 2019). The official statement of purpose for Title 1
according to the law is:
The purpose of this title is to ensure that all children have a fair, equal, and significant
opportunity to obtain a high-quality education and reach, at a minimum, proficiency on
challenging State academic achievement standards and state academic assessments. (U.S.
Department of Education, 2005, p. 1)
To achieve this, schools should provide high-quality assessments, teacher preparation,
high-quality curriculum, and high-quality instruction (U.S. Department of Education, 2005).
Schools should also work to ensure all low-achieving children receive a high-quality education
and continue to show gains to close the achievement gap. The government will hold all these
schools that receive Title 1 funding accountable for their achievement. The government will also
distribute funds to schools with the greatest need. The schools will improve their teaching and
learning through the use of high-stakes state assessments. They will give schools the power to
make decisions for greater student performance. Schools will also afford parents substantial and
meaningful opportunities to participate in their children’s education (U.S. Department of
Education, 2005). All these ideas have been put into place in order to ensure the purpose of Title
1 funding is met.
Title 1 is one of the longest running federally funded programs. It was first a part of
President Johnson’s Elementary and Secondary Education Act. Through different eras and
presidencies, this act has changed. In 2001, President Bush created No Child Left Behind
(NCLB) (Hunt Institute, 2016). No Child Left Behind was intended to fix shortcomings of the
Elementary and Secondary Education Act (Hunt Institute, 2016). It had the goal of ensuring all
students, regardless of race or socioeconomic status, would have the opportunity for a quality
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education (Chen, 2019). Through this updated and adopted act, the states were required to adopt
academic standards for reading, math, and science (Hunt Institute, 2016). They were also
required to establish assessments to assess these standards (Hunt Institute, 2016). The
assessments were to be given annually. Schools receiving Title 1 funding were also required to
make sure their teachers were highly qualified (Chen, 2019). Under this legislation, highly
qualified means that the teacher must meet the state’s license and certification requirements of
the state in which they teach (Chen, 2019). The teacher also must hold at least a bachelor's
degree and must pass state testing criteria (Chen, 2019).
As stated before, the original act created by President Johnson evolved over time.
President George W. Bush changed it to No Child Left Behind in 2001 and following that
President Barack Obama signed the Every Student Succeeds Act (ESSA) in action in 2015
(Miller, 2015). This law was meant to replace No Child Left Behind. ESSA worked to reduce the
amount of state testing and ensure that every child received a high-quality education (Miller,
2015). President Obama’s stated goal was to ensure that every child would be able to graduate
high school ready for either a college or their career (Miller, 2015). He also wanted more
children to have access to preschool (Miller, 2015). The main purpose of Every Child Succeeds
act is:
The purpose of this title is to provide all children significant opportunity to receive a
fair, equitable, and high-quality education, and to close educational achievement gaps
(Every Child Succeeds Act, 2015, p.1).
The funding for this act began during the 2017-2018 school year and has been approved up
through the 2020-2021 school year (Every Child Succeeds Act, 2015).
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President Obama’s new plan referred to as Every Student Succeeds Act also put a new
emphasis on more local control and decreased the amount of Federal control on education
(Arizona Department of Education, 2020). It moved the decision-making authority for
accountability to states, allowing states to determine how to measure student and school success
(Arizona Department of Education, 2020). The act also encourages evidence-based decision
making and emphasizes evidence-based strategies, interventions, and programs (Arizona
Department of Education, 2020). It emphasizes the alignment and integration of resources of
continuous improvement. Family engagement is also a critical piece of this act. Obama also
authorized the Federal Government to support state and local education goals with grants and
other resources (Arizona Department of Education, 2020).
Principals of schools that receive Title I funding are then held to an even higher level of
accountability with an extra layer of challenges. Many students attending Title I school are
already behind by the time they enroll. It is up to the leader of the school, the principal, to set
high expectations for both their staff and all students (Chenoweth & Theokas, 2013). This can be
challenging for even the most capable and experienced principals, yet a study done in Texas
indicated that it is common for Title I schools to have first-year principals due to the added
challenges (Branch et al., 2012). Principals tend to begin their career at Title I schools and then
move once gaining some experience to more affluent schools (Branch et al., 2012). The study by
Branch, Hanushek, and Rivkin, study presumes that principal effectiveness and knowledge
would improve over time, but that often the Title I schools do not get to reap this benefit due to
high principal turnover (Branch et al., 2012).
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Scholarship Related to School Culture
In the context of schools, school districts, or for that matter, any organization, culture is a
consistent set of patterns people follow for communicating, thinking, and acting. People in the
organization have shared assumptions and values. There are different elements involved in
defining a culture such as having a shared language and who the influencers are. Culture also
includes how tasks are executed, how meetings look and work, how conflict is handled, and how
the organization gives recognition (Watkins, 2012). Culture can also refer to the shared vision
that members of the organization have (Seibold & Gamble, 2015). Peterson and Deal state that
“school culture influences what people pay attention to (focus), how they identify with the
school (commitment), how hard they work (motivation), and the degree to which they achieve
their goals (productivity)” (Peterson & Deal, 2002, p. 10).
In addition, John Kotter adds to the definition of culture that it is the norms and shared
values of an organization. Kotter defines norms as common or pervasive ways of acting that
persist because veteran group members teach the new members that this is the way of doing
things and they reward those who fit in (Kotter, 2012). He defines shared values as the important
concerns and goals that are shared by the majority of the group members. These values stay over
the course of time even when group members change. Culture is important because it influences
the behavior of members in the organization, and it is difficult to change due to its near
invisibility (Kotter, 2012).
Hall and Hord add to the definition of culture with their idea that it is the shared
assumptions a group has learned as they have solved their problems. The group has seen that
these actions worked and are therefore considered valid and taught to new group members. The
new group members are taught this is the correct way to think and act (Hall & Hord, 2020).
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Scholarship Related to School Climate
Climate refers to the feelings and attitudes that are created by the organization (Clark,
2015). This is often measured on a more individual basis because different people have different
feelings (Clark, 2015). Climate is typically directly related to leadership (Clark, 2015). When
considering an organization's climate, someone might ask the following: Is this an ethical
organization, how are the employees treated, are they happy, how does the leader speak to the
employees, or are people afraid to make mistakes? Climate is the everyday feelings that an
organization creates (Clark, 2015). Climate is what distinguishes one school or any organization
from another one (Hoy, 1990).
In a study completed by Aldridge and Fraser, they found that school climate is an
important criterion for teachers regarding retention and overall job satisfaction (Aldridge &
Fraser, 2015). For their study's purpose, they defined climate as the quality and character of
school life, which included the norms, values, and expectations that a school accepts and then
promotes (Aldridge & Fraser, 2015). Aldridge and Fraser also found that principals who were
supportive, approachable, and cultivated positive relationships increased teachers’ self-efficacy
and job satisfaction (Aldridge & Fraser, 2015). These principals and teachers were then able to
help create a more positive school climate whereas teachers who had poor self-efficacy and low
job satisfaction would have a negative impact on the school’s climate (Aldridge & Fraser, 2015).
It is noted by Aldridge and Fraser that school climate is crucial for any school reform and
without a healthy climate, those attempts at change will not be successful (Aldridge & Fraser,
2015). Positive school climates are also related to increased student engagement and improved
academic achievement (Aldridge & Fraser, 2015; Wallace Foundation, 2013).
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Research by Teddlie and Reynolds (2000) shows for a school to be effective they need a
positive climate. A positive school climate was defined in their research as having a pleasant
atmosphere.(Teddlie & Reynolds, 2000). Principal leadership behaviors that focus more on
developing a school climate than managerial tasks have a more positive impact on teacher and
student outcomes (Urick & Bowers, 2013, Robinson et al., 2008; Wallace Foundation, 2013).
Good leadership promotes good teacher morale, which positively influences student outcomes
(Wallace Foundation, 2013).
In addition, Pinkas and Bulić include that climate comprises of the atmosphere, tone,
spirit, mood, environment, and ambiance of a workplace (Pinkas & Bulić, 2017). Climate looks
at the relationship between all the people in an organization (Pinkas & Bulić, 2017). At a school,
this includes teachers, administrators, and students. Rafferty includes that climate looks at the
entire personality of the school and that it sets the tone for the school's ability to solve problems
and generate new ideas (Rafferty, 2003).
Pinkas and Bulić state that climate at a school site can be broken down into two
categories. The first category being social climate which looks at the overall education process
(Pinkas & Bulić, 2017). The second category is the emotional climate that looks at feelings of
comfort and discomfort of students (Pinkas & Bulić, 2017). Johnson, Stevens, and Zvoch broke
schools’ climate into five dimensions looking at how the school collaborates, makes decisions,
their instructional innovations, student relations, and school resources (Johnson et al., 2007).
Robinson, Lloyd, and Rowe conclude in their meta-analysis that principals that ensure an
orderly and supportive learning climate increase the possibility for staff to teach and students to
learn (Robinson, et al., 2008). Hallinger adds to the definition and concept of a positive school
climate by stating that it should include that principals should protect instructional time, promote
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professional development, maintain high visibility, provide incentives for teachers, develop high
expectations and standards, and provide incentives for learning (Hallinger, 2005). In an article
produced by the National Center on Safe Supportive Learning Environments and published by
American Institutes for Research (2021), the definition for a positive school climate is that the
school fosters safety, promotes a supportive academic, disciplinary, and physical environment,
encourages trusting and caring relationships throughout the entire school community.
Differences Between Culture and Climate
Culture primarily focuses on shared assumptions and values an organization has and the
way a group of people exist and accomplish tasks (Watkins, 2012). Researchers who look at
culture typically focus on the evolution of social systems over time (Denison, 1996). Climate
focuses on the feelings and attitudes that are created by the organization (Clark, 2015). Climate
includes both organizational conditions and how individuals react to those. Researchers who are
focused on climate typically look at the impact that organizational systems have on groups and
individuals (Denison, 1996). Culture is how social context develops due to interaction among
people and climate is how the interactions are perceived and what impact they have on the
organization (Denison, 1996).
An example of culture at a school site could be that all teachers eat lunch together with
their other grade level teachers each day. Another example could be that all staff and students
wear their school t-shirt or colors on Fridays. Culture also influences what time teachers arrive at
work and what time they leave. The veteran teachers may set the standard that it is okay to arrive
right before the bell rings or that teachers should arrive an hour prior to the start of school. An
example of climate could be that because the grade levels eat lunch together the teachers at the
school have a close bond. They feel comfortable coming to each other to problem solve and
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work together. They trust each other and are able to work collaboratively without fear of
judgment. An example of climate is that students and staff are happy to attend or work for their
school site. They look forward to attending school or going to work and strive to achieve a
common mission and vision. To summarize, culture is made of actions, traditions, values. They
are the common ways that people in an organization do tasks (Denison, 1996; Hall & Hord,
2020; Kotter, 2012; Peterson & Deal, 2002, p. 10; Seibold & Gamble, 2015; Watkins, 2012).
Climate is the feelings and attitudes created by the people in the organization (Aldridge & Fraser,
2015; Clark, 2015; Denison, 1996; Pinkas & Bulić, 2017; Rafferty, 2003).
Leadership Styles
Leadership is the ability to influence others and create change (Kotter, 2011; Maxwell,
2011). Leadership is often confused with management and it is important to note that these
words do not mean the same thing (Kotter, 2011; Maxwell, 2011). Management focuses on
planning, budgeting, organizing, staffing, and provides control. Leadership focuses on setting the
direction, aligning people, and providing motivation (Kotter, 2011). Leadership deals with the
different dynamics that people bring to the table and helps them to create change and grow
(Maxwell, 2011). Leadership is also a practice and not just a position. Anyone in an organization
or in this case at a school capable of being a leader even if they are not in an administrative or
management position (Kotter, 2011; Maxwell, 2011).
As stated above, principals are one of the most significant factors that affect the school's
overall success (Branch et al., 2012; Chenoweth & Theokas, 2013; Davis et al., 2017;
Oleszewski et al., 2012; Wallace Foundation, 2013). A principal's leadership style influences all
the stakeholders involved with the school, including teachers, students, parents, and community
members. As noted in the study by Aldridge and Fraser (2015) the relationship between the
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principal and teacher impacted the teacher’s work satisfaction, which in turn impacted the
student’s ability to learn.
Transformational Leadership
Transformational leadership is the concept that the leader works to develop and create a
vision and inspires employees to perform at higher levels (Burns, 1978). The transformational
leader motivates employees to aid them in reaching their potential (Burns, 1978). In this
leadership style, leaders work to build and transform their organization to fulfill their common
mission and sustain this work even after the current person in the leadership role is gone
(Davidson, 2015).
Within transformational leadership, there are four dimensions or leader behaviors (Bass
& Riggio, 2006; Judge & Piccolo, 2004; Newman, et al., 2014). The first dimension or behavior
is inspirational motivation. Leaders promote a mission that is appealing and inspiring to their
organization. They challenge those who follow them with high standards, communicate
optimism related to future goals, and provide meaning for the job at hand. Leaders are
charismatic, enthusiastic, and optimistic (Bass & Riggio, 2006; Judge & Piccolo, 2004)
The second dimension or behavior is intellectual stimulation. Leaders with this quality
encourage others to be innovative and creative (Bass & Riggio, 2006; Judge & Piccolo, 2004).
New ideas are taken from other members of the organization so that the leaders are able to see
different approaches from a variety of angles (Bass & Riggio, 2006). The third dimension or
behavior is individualized consideration. The leader takes into consideration members’
individual goals and skills. They recognize that everyone is different and cater to each person's
needs and goals. The leader serves as a mentor and two-way conversations are encouraged (Bass
& Riggio, 2006; Judge & Piccolo, 2004).
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The fourth dimension and behavior is idealized influence. Idealized influence is the
degree that the leader is admired. The most effective transformational leaders are admired and
respected. Followers look up to them and aspire to be similar to them. They have high moral
standards, are willing to take risks, and are determined (Bass & Riggio, 2006; Judge & Piccolo,
2004).
A study was completed in Texas comparing the leadership styles of principals at
distinguished Title I schools. For the purpose of their research distinguished was defined as
schools that received an exemplary school rating. They also examined mid-poverty and high
poverty schools. The researcher found that transformational leadership created the most teacher
satisfaction. This style was compared along with transactional leadership and laissez-faire
leadership. Teachers at the schools with transformational leadership showed not only more
overall satisfaction but also put more effort into their job (Newman, et al., 2014).
In an autoethnographic study done by Pepper and Thomas (2002), they recalled the
events done by a first-year principal at a Title I school. The principal walked into a negative
climate with low-performing students. She slowly made the transition in her own leadership style
from an authoritarian style to a transformation style. By making these changes and working to
gain trust with the staff and students the principal observed the climate transitioning into a more
caring and positive place to work and to learn. This research confirms that the principal’s
leadership style has a direct impact on the climate of the school (Pepper & Hamilton Thomas,
2002).
Transactional Leadership
Transactional leadership refers to a style where the leader rewards or disciplines
followers based on their actions. The leader makes clear what they expect to be done and tells the
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follower what type of contingent reward can be expected. The reward can be a physical item
such as a bonus or it could be verbal such as praise (Bass & Riggio, 2006). Leaders who practice
transactional leadership may also use management by exception (MBE) alongside contingent
rewards. MBE means that the leader monitors followers and waits for them to make an error or
deviate from what is expected. The follower is then disciplined (Bass & Riggio, 2006). Active
leaders constantly monitor individuals anticipating an error. Passive leaders wait until an error is
reported (Bass & Riggio, 2006; Judge & Piccolo, 2004).
In other words, transactional leadership is a managerial approach that looks for and
punishes weakness and rewards the members who comply. This style of leadership has the
building leaders managing through an exchange process. It often creates a subordination culture
(Mette et al., 2014). In a study done on leadership styles and stress, the researcher found that
principals who practiced transactional leadership often had higher or more task-based stress than
those who used transformational leadership (Poe, 2011). The researcher found this to be due to
the principal having to be so focused and aware of the day-to-day activities at the school (Poe,
2011).
Robin Linnea Shumate completed a study comparing transactional leadership and
transformational leadership. Shumate looked specifically at which leadership style had a stronger
relationship between teacher efficacy and student achievement. They found a connection with
both leadership styles. When looking at the relationship between teacher efficacy and
transformational leadership, teachers identified intellectual stimulation, individual consideration,
and inspirational motivational to all be important (Shumate, 2011). These are all factors of
transformational leadership (Bass & Riggio, 2006; Judge & Piccolo, 2004). There were
relationships found between contingent rewards and management by expectations in relation to
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teacher efficacy and student achievement (Shumate, 2011). Both of those items are factors of
transactional leadership (Bass & Riggio, 2006). Shumate also reported that the principals in the
study saw themselves in a more positive light than their teachers perceived their leadership style
to be (Shumate, 2011).
In a phenomenological study completed in 2014, a researcher examined transformational
and transactional leadership behaviors in high-performing schools in Louisiana. They found that
most principals identified with the transformational leadership practice more but still used
transactional leadership when appropriate. Principals in the study commented this style was more
often used when working with teachers on direct goals. They also said it is essential that
teachers, just like students, receive praise and encouragement. Verbal praise was the most
commonly reported positive reinforcement, but other principals used tokens such as “teacher
bucks” that could be redeemed for prizes or events like a jean day. Most principals reported that
they did not typically have to discipline teachers and usually self-corrected their actions (Juneau,
2014).
Distributive Leadership
Leaders who use distributive leadership rely heavily on their followers. Followers help to
influence the leader (Spillane, et al., 2004). Distributed leadership looks more at the social aspect
of leadership and involves many of the followers. The leader engages many people in the activity
or decision-making process. In the school setting the principal utilizes teacher leaders to
accomplish a task and create change. This style de-compartmentalizes the leadership role and
allows teachers to help develop the school (Harris, 2005). Principals who participate in
distributive leadership look to their teachers and those who have experience with a topic or issue
instead of only using the individuals who have formal leadership roles (Harris & Muijs, 2004).
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The formal leader's job or in this case, the principal then switches roles from the sole
decision-maker to one who holds the organization together and helps all the leaders maintain and
create functional and productive relationships. In their book, Harris and Muijs explain that
distributed leadership is not the same as teams working together. Distributed leadership is the
result of the activity and creates change in an organization (Harris & Muijs, 2004). Leadership
roles are given to multiple people with various skills, and they all take part in creating change
(Harris, 2005; Harris & Muijs, 2004)
In Turkey, a study was completed by Beycioglu et al., that looked at elementary schools,
distributive leadership, and organizational trust. Their research found at sites where principals
who practiced distributive leadership teachers had more trust in their fellow employees and their
principal. They found that when teachers had trust in employees and distributive leadership, they
had a higher sense of team spirit. The researchers concluded that distributive leadership
positively impacted the trust between principals and employees (Beycioglu, Ozer, & Ugurlu,
2012).
In contrast, researcher Keietta Latraill Givens, could not find a correlation between
distributive leadership and how it impacts student achievement and school culture in Title 1
schools vs. non-Title 1 schools. Givens examined middle schools throughout the southeastern
part of the United States. Research was done by utilizing quantitative methods. Her results found
there was not a relationship between school culture and distributive leadership. Givens
recommended further research be done on the topic using qualitative methods with more sitespecific questions (Givens, 2013).
Later research was completed in southern California based on three elementary schools.
It was found that in schools that participated in distributive leadership teachers at all three
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schools reported a positive working climate. Eighty-five percent of teachers agreed distributive
leadership leads to an increased level of job satisfaction. Most teachers at the three schools also
agreed distributive leadership lead to positive communication, school organization, and social
networks (Valdez, 2016)
Summary of the Relationship Between Leadership, Culture, and Climate
The leader of the school, the principal, has an immense amount of work to do to lead
their school effectively. They are responsible for managerial tasks, interacting with the
community, guiding teachers, having high test scores, and safety for all students and staff, with
the list of responsibilities continuous and constantly growing (Hallinger, 2005; Kafka, 2009;
Urick & Bowers, 2013). Across Title I schools, and districts principals are all tasked with the
same ultimate goal of high student achievement. As noted earlier, the school principal is a
significant factor in student achievement and the school's overall success (Branch et al., 2012;
Chenoweth & Theokas, 2013; Davis et al., 2017; Oleszewski et al., 2012; Wallace Foundation,
2013). Among principals there are a variety of leadership styles being used to lead their school
to success. Transformational, transactional, and distributive leadership are being examined as
they are well-researched styles of leadership.
Many researchers have found that principals also have a direct impact on the climate of
the school, which, in turn, is also shown to impact teacher work satisfaction and student
achievement (Aldridge & Fraser, 2015; Hallinger, 2005; Pinkas & Bulić, 2017; Urick & Bowers,
2013, Robinson, et al., 2008; Teddlie & Reynolds, 2000; Wallace Foundation, 2013). Since
researchers make the claim that a positive climate is essential for student achievement, this leads
to the research questions that guide this study.
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Summary
The review of literature describes historical changes in the role of the principal and the
unique demands of the position in Title I schools. This literature also examines the lenses of
transformational, transactional, and distributive leadership styles, and the relationship of those
styles to school culture and climate. This information provides a foundation upon which this
study will explore teachers’ experiences of how varied approaches to leadership affect school
climate. The methodology of this study will be presented in detail in Chapter Three including the
research design, population being studied, research procedures, instrumentation, and data
collection procedures and analysis.
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CHAPTER THREE: Methodology
This chapter will discuss the methodology of the research and the research design. A
qualitative phenomenological approach was employed for this research to best determine the
impact of the principal’s leadership style on the climate of Title I elementary schools. The
chapter includes the population and sample, instrumentation, strategies to increase reliability and
validity, data collection produces, and data analysis. This chapter concludes with the limitations
of the study and a summary.
Restatement of the Problem and Purpose
There are many researchers and scholars that have concluded that the principal of the
school is the most significant factor that affects student achievement and the overall success of
the school (Branch et al., 2012; Chenoweth & Theokas, 2013; Davis et al., 2017; Oleszewski et
al., 2012; Wallace Foundation, 2013). Past researchers show for schools to be effective they
need to have a positive climate. Schools that have positive climates are more likely to have
increased student engagement and improved academic achievement (Aldridge & Fraser, 2015;
Teddlie & Reynolds, 2000; Wallace Foundation, 2013). Developing the climate of the school is
one of many roles that the principal has (Urick & Bowers, 2013).
The purpose of this study was to explore the impact that the Title I elementary school
principal’s leadership style has on the climate of the school. Specifically, the study examined the
impact of the leadership styles referred to as transformational leadership, transactional
leadership, and distributive leadership.
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Research Questions
Research Question 1: In Title I elementary schools, what are teachers’ experiences with
the principal’s use of transformational leadership?
Research Question 2: In Title I elementary schools, what are teachers’ experiences with
the principal’s use of transactional leadership?
Research Question 3: In Title I elementary schools, what are teachers’ experiences with
the principal’s use of distributive leadership?
Research Question 4: In Title I elementary schools, what is the relationship between
these leadership styles and teachers’ perceptions and experiences of school climate?
Research Methodology
This research was a qualitative study that has been completed through a
phenomenological approach. Qualitative research was chosen because it allows the researcher to
study the problem in a natural setting. The researcher is able to address a human problem and
give a voice to those who are involved and impacted by the problem (Creswell, 2018).
Qualitative research allows the researcher to collect detailed data on complex situations so they
can have a deeper understanding of what is going on in the real world (Creswell, 2018; Richards
& Morse, 2013). This depth of information can only be collected through in-person interviews
(Creswell, 2018).
Quantitative research was not chosen because the researcher would not be able to capture
teachers’ lived and personal experiences through such an approach. The purpose of this study
was to capture the teachers’ experiences with their principals at Title I Elementary Schools. It
was presumed that principals do not engage with teachers in a single leadership style, but that
they
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employ approaches that reflect different styles that are context- and relationship-dependent.
The nature of the questions that were asked were intended to construct knowledge and
hypotheses, rather than to test a particular hypothesis or theory. The methodology chosen rests
on the assumption that teachers’ experiences of leaders’ behaviors are situational, context-based,
and personal, and are not necessarily predictable. To best understand these experiences, a
qualitative approach was employed to examine the depth and breadth of the phenomena of
teachers’ experiences of varying leadership styles.
Research Design
This research was investigated through a qualitative phenomenological lens.
Phenomenology is a way to capture lived experiences of research participants' lives (Creswell,
2018; Johnson & Christensen, 2020; Richards & Morse, 2013). Phenomenology is also a way for
the researcher to study a phenomenon experienced by many people and report on the essence of
what is really going on (Johnson & Christensen, 2020). The phenomena examined in this study
was the impact of the Title I principal’s leadership style on the climate of the elementary school.
Teachers experience the impact of the principal’s leadership daily. This phenomenological study
allowed the researcher to grasp an understanding of the impact of the leadership styles by
completing in-depth interviews with the participants.
Population and Sample
Phenomenological studies involve studying multiple people who have experienced the
same phenomenon (Creswell, 2018; Johnson & Christensen, 2020; Richards & Morse, 2013).
Researchers recommend studying small samples of people (Creswell, 2018; Marshall, 1996).
Creswell recommends including between five and twenty-five individuals in phenomenological
studies (Creswell, 2018). In addition, Creswell recommended that the researcher examine
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multiple sites and multiple people to capture the full essence of the experience (Creswell, 2018).
The type of sampling that was used for this research is criterion sampling. This means that the
participants had to meet some criteria to be valid participants (Creswell, 2018). The participants
of this study were chosen from four Title I elementary schools in the same suburban school
district. The participants were all elementary school classroom teachers. They have all been
teachers for a minimum of three years. These three years did not all have to be at the same Title I
school. The researcher intended to engage a sample size of fifteen teachers. All the teachers had
the same criterion of experience with working at a Title I elementary school, having worked
under leadership of a principal, and having worked as a classroom teacher at a Title 1 school for
three or more years. This meets the criteria for a phenomenological study sample. The
participants being studied have all experienced the same phenomena (Creswell, 2018; Johnson &
Christensen, 2020; Richards & Morse, 2013).
The criterion of being a teacher for three or more years was chosen because it was
important that participants had enough experience to report on an actual understanding of the
climate of their school. It was also essential that at least three years of teaching had been at a
Title I school because that is the focus of this study. Along with that, teachers needed to have
worked at one of the four Title I schools.
Instrumentation
Qualitative data were collected using live video interviews as recommended by
researchers (Creswell, 2018; Johnson & Christensen, 2020). Participants were asked a variety of
questions about their lived experiences to explore the shared phenomena. Participants were asked
to explain their experiences in dealing with different leadership styles. They were asked about
their experience with leadership practices reflecting transformational leadership, transactional
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leadership, and distributive leadership. Participants were asked questions that relate to practices
reflecting each of these theories of leadership.
Prior to the start of the interviews, the researcher conducted a pilot test to refine the
interview questions as recommended by Creswell (Creswell, 2018). The pilot was completed by
a teacher who met the above criteria but did not participate in the study.
Reliability and Validity
It was critical for this research that the data have both reliability and validity. Member
checking was used to confirm the validity of the data (Creswell & Miller, 2000). Participants
were given the opportunity to review the data. They were able to report back with any comments
they may have. Comments, if any were included in the study (Creswell & Miller, 2000).
The researcher also used thick and rich descriptions (Creswell & Miller, 2000). The
purpose of phenomenology is to collect data and present it in a way that captures the essence of
the situation (Creswell, 2018; Johnson & Christensen, 2020; Richards & Morse, 2013). To
produce this information, the researcher wrote in as much detail as possible to paint a true picture
of the impact of the Title I principal’s influence on the climate of the elementary school
(Creswell & Miller, 2000). The researcher also recorded all the official interviews that were held
with the participants (Creswell, 2018). All three of these methods aided in assuring the data was
valid and reliable (Creswell, 2018; Creswell & Miller, 2000).
Data Collection Procedures
No data were collected without Institutional Review Board (IRB) approval and informed
consent. The researcher obtained permission from the school district to interview teachers. After
obtaining proper permission to conduct the study the researcher sent an email with an application
link to all of teachers at the four Title I schools. The email included the purpose of the study,
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criterion for being a participant, and information about the time commitment for the live
interview and request for member checking once the data analysis was complete. When the
survey results were gathered the researcher selected approximately fifteen individuals to
participate in the study based on which teachers met the criteria.
The researcher scheduled individual interviews with each participant. The interviews
were conducted using the platform Zoom. Zoom is a video conferencing web-based platform.
The interviewer and interviewee could both see and hear each other utilizing computer web
cameras and microphones. The interviews were recorded using the Zoom meeting recording
feature. Questions and protocol for the interview were pre-determined, based upon the aforementioned pilot study. All participants were asked the same questions. They were open-ended
questions (Creswell, 2018).
Data Analysis Procedures
The researcher had audio files of the interviews transcribed by a third-party company,
Transcription Puppy. The transcribed documents were read thoroughly. Then utilizing Microsoft
Word and Excel the researcher coded the data looking for common themes and trends (Ose,
2016). The researcher examined data to identify any commonalities about the principal’s
leadership style and impact that had on the climate of the Title I elementary school. These
interviews, trends, and themes were reported using thick rich descriptions. (Creswell & Miller,
2000). The data analysis was given to participants and feedback was requested (Creswell &
Miller, 2000).
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Limitations
Limitations of this study included:
1. The study was limited to four Title I elementary schools in the district.
2.

It was assumed that the principals who lead these schools would be utilizing or
exhibiting, at one time or another, the characteristics of the leadership styles in question.

3. The number of teachers at each site who participated could become problematic
depending on teachers’ willingness to participate or not participate in the study.
4. Administrators had the potential to be hesitant in encouraging their teachers to participate
due to the possibility of the study recognizing a weakness or lack of positive climate at
the school site.
5. The principals were each in the principal role at their specific Title I elementary school
for different lengths of time.
6. The length of time that teachers have worked at that elementary school with the principal
also varied as well as the teachers’ background and experience and training.
7. At the time, this research was completed our state and country were experiencing a
pandemic which may have limited the availability and accessibility to the teachers.
Summary
This research was completed using a phenomenological lens. The study was a qualitative
study. The research was completed by conducting live interviews and had fifteen participants.
Member checking, thick and rich descriptions, and interviews being recorded were all done to
ensure reliability and validity. Transcripts of the audio files were analyzed and coded by utilizing
Microsoft Excel and Microsoft Word. Chapter Four explains the results of this study.

40

CHAPTER FOUR: Results
The purpose of this study was to explore the impact that the Title I elementary school
principal’s leadership style has on the climate of the school. Specifically, the study examined the
impact of the leadership styles referred to as transformational leadership, transactional
leadership, and distributive leadership. Data were collected using live video interviews during
which participants were asked a variety of questions about their lived experiences to explore the
shared phenomena. The research was completed through a qualitative phenomenological lens.
The phenomenon being examined in this study is the impact of the Title I principal’s leadership
style on the climate of the elementary school. This chapter presents the results of the interviews.
Qualitative data were collected through interviews where the researcher posed questions
to fifteen different participants in a one-on-one virtual setting. The interviews were then
transcribed using the third-party service, Transcription Puppy. The researcher then coded all data
looking for various themes and trends related to the four research questions.
Bracketing
Qualitative research allows the researcher to collect detailed data on complex situations
so that they can have a deeper understanding of what is going on in the real world (Creswell,
2018; Richards & Morse, 2013). This depth of information can only be collected through
interviews (Creswell, 2018). Phenomenology is a way to capture the lived experiences of the
research participants' lives (Creswell, 2018; Johnson & Christensen, 2020; Richards & Morse,
2013). In the case of this study, I have also shared the same phenomena as my participants. This
next section will include bracketing of my own personal experiences. The purpose of bracketing
is for the researcher to explain their presumptions, assumptions, and theories. It can include the
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researcher’s history, knowledge, culture, experience, value, and academic reflections (Tufford &
Newman, 2010).
I am a current fifth-grade teacher working at Title I elementary school. Over the past six
years, I have had the privilege of working with two different principals, both of whom have their
own strengths and weaknesses. They both lead our staff in a different yet successful way. My
own professional goal is to one day be a Title I administrator. Both my current and previous
administrative teams have inspired me, and I hope that can be half the leader they both were.
In my own classroom currently, I strive to create a classroom climate that is positive,
kind, and safe. In which, my students feel cared about it and where they know when they walk
into the classroom, they can be themselves without fear of judgment. I hope that one day this
translates into my role as an assistant principal or principal and that I will lead a staff that is
positive, kind, and safe. This is what prompted me to ask the following questions:
● “How does the Title I elementary school’s principal impact the climate of the school?
● What do they do that has a positive impact?
● What do they do that has a negative impact?
● How do principals create a climate that is beneficial and positive for ALL students and staff?
Through my previous and current experiences, I share the same lived experiences or
phenomena as my participants in that I am also a teacher at Title I elementary school who served
under the leadership of a Title I principal. I personally had experienced transformational
leadership, transactional leadership, and distributive leadership. My personal experience led me
to believe that everyone would agree that transformational leadership and distributive leadership
have a positive impact on the climate of the school and transactional leadership would have a
negative impact on the school. I have also taught for several years with many of the participants
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which lead me to believe they would have experienced the same behaviors and shared similar
emotions about them.
As I interviewed my participants, I strived to maintain the role as an outsider and to ask
clarifying questions instead of making assumptions because I already had background
information on some of the situations. It was eye-opening to see my own lived situations through
the eyes of other individuals, many of whose opinions differed from my own. I am grateful for
the honesty and transparency of my participants as they told me their stories with their own
feelings and opinions.
Participant Demographics
The initial recruitment email was sent out to seventy kindergarten through fifth-grade
general education teachers. All teachers were employees of the same suburban school district and
all currently teachers at Title one elementary schools. There are four Title I elementary schools
in the district. Of the seventy teachers that were initially asked to participate there were
seventeen who responded that they were interested in participating in the study. Fifteen teachers
successfully completed the interview. One teacher did not meet the criteria and another teacher
never scheduled an interview after completing the online survey.
The fifteen teachers were employees at two of the Title I elementary schools in the
district. The participants had all been teachers at a Title I school for anywhere from three years to
fourteen years. Of the participants three were kindergarten teachers, three were first-grade
teachers, four were second-grade teachers, two were third-grade teachers, one was a fourth-grade
teacher, and two were fifth-grade teachers. All participants were women. Five participants had
master’s degrees and all participants had completed their bachelor’s degrees.
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Research Question Results
Research Question 1 (RQ1) Results
In Title I elementary schools, what are teachers’ experiences with the principal’s use of
transformational leadership? To answer this question participants were asked to answer three
questions:
● IQ1. Transformational leadership involves inspiring others by engaging them in
developing and pursuing a shared vision. For example, a leader employing this
style might engage teachers in identifying a problem and developing a shared plan
to address it. Can you describe a situation when your principal approached a
problem using this kind of style?
● IQ2. In general, how did teachers respond to this leadership style?
● IQ3. Did the principal’s leadership behaviors during this time cause teachers to
feel empowered and engaged in solving an important issue? Why or why not?
When participants were asked these questions, the following themes emerged:
Collaboration
The first theme that was recognized from the interview questions about transformational
leadership was collaboration. Teachers answered questions about transformational leadership
with a variety of stories but frequently spoke about being able to collaborate with their fellow
teachers and their principal. One example of the collaboration that transformational leadership
brought about is a school’s data meetings. IP5 stated:
“We have a yearly data meeting and that is where we are going to look at data we have
collected on students in our class and it is a very cooperative meeting, not so much the
principal just telling us, "These are your children's deficiencies. What are you going to do
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about it?" It is more of a "How can we help you? What other teams can we employ for
you? Like the lit team or can we get a math tutor?". I have always felt like that data
meetings have been very transformational because it does not feel one-sided, and it seems
like we are all looking for a solution to address the needs of each group of children,
whether it be children minimally proficient or even excelling. How can we address the
needs of those kids? Not just you as a teacher but as a whole team, including our lit team,
our math coach, our lit tutors. So, I have always viewed that to be more of a "We are a
team and we are all here for your students. It is not just you and your student."
It was explained in the interview that data meetings were an opportunity to meet as a grade level
with the school’s principal to discuss current student data and create a shared plan on how to
address student needs.
IP7 stated:
“The principal really kind of puts the emphasis back on what do each of the teachers want
to do to solve a problem and come up with a plan to address it. She does not necessarily
say, "it is this way" or "you have to do things this way". She listens to why people feel a
certain way and wants us to come up with a solution that is going to be able to reflect
how each of us feels. But also, how can we solve the problem and have ownership to it.”
Two participants also discussed the importance of collaboration during the Covid-19 pandemic.
They spoke to the idea that the principal came to teachers and asked questions such as “How are
we going to get our kids online?” and “How are we going to take care of kids in person?” (IP11).
Both participants said how this was empowering because they were given the opportunity to
make decisions as long as they were within the state and district-mandated guidelines. IP6 stated,
“I do feel she really let us have the opportunity to take charge of the situation and do our best to
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implement it but at the same time, make sure that we are following the guidelines that we need
to.”
Another participant brought up their school’s intervention process and the importance of
being able to talk through problems with the principal and receive help and support with the
problem. IP13 said:
“Personally, I like that because I feel like I am being helped and supported. It is helpful
when I can collaborate and work with my principal or other people in leadership. It is one
thing to go to a principal and express concerns but the principal does not help you with
that, versus if you go to them and have concerns and they do help you. I feel like that can
make me feel empowered and also like, "Okay, yeah. I can do this. I can fix this
situation."
Six participants from two different school sites talked about having the opportunity to
help build and create their schools’ mission and vision statements alongside their principal. IP1
stated:
“I really appreciated being part of that process and coming up with that vision. So, I
think that's kind of a huge difference between. I've definitely had principals that have
their vision and like to share it. I feel like, this year, a lot of that is going on where we're
getting a lot of the principal's vision, but when you helped come up with that — and I
remember, we all felt really passionate about saying what makes our school different as
we teach all our students.”
IP2 said, “For me, this is a great leadership style because I feel like we are working together as a
team and we have an overall goal as one school” when speaking about creating the school’s
vision and mission statements.
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Openness
The second theme that was highlighted from this portion was openness to others’ ideas.
Participants reported a better sense of understanding and openness to their ideas from their
principals when they used transformational leadership. For example, IP12 stated “And again it
came from the leadership saying "Hey, we know there's a problem, we hear you, let’s figure out
some other way or creative way that we can handle it.”” IP5 stated “So it is empowering because
you do not feel afraid, you do not feel judged. You feel like you are truly on a team and that your
kind of equal and in this particular goal, trying to work towards a child success.”
Other participants agreed that transformational leadership allowed for open-door
communication. That teachers at the school site felt able to share their opinions, struggles, and
ideas with the leadership at their school without fear of being unsupported or not listened to. IP9
explained:
“I think most teachers like it because they feel like they have a voice. Teachers need to
feel like they have a voice. Especially in problems or things that are being asked of them
to do in their classroom so that they can kind of put their own spin on something. It
becomes theirs instead of somebody telling you this is how you have to do something.
So, overall, everybody really likes that.”
Positivity
The final theme for RQ1 was positivity. Fourteen out of fifteen participants responded
that transformational leadership had a positive impact on the working relationship and morale of
the schools. IP3 stated:
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“I think there is a very positive response to this leadership style because, for me, I like to
be heard, I like to know that my opinion counts and that the things that I do every day for
my students matter to everybody and that we can all embrace all of our ideas.”
IP5 added:
“Definitely a positive effect. Everybody likes to feel included; everybody likes to feel a
valued part of the team. So, I do feel that when principals approach leadership in a team
type environment and truly show that they are not just saying it is a team but backing up
those words with actions, like helping you in whatever way they can as far as extra
support for your kids, finding money to help you like do before and after school tutoring
and get paid for it. So, all those things really show that you are valued as a teacher, your
morale goes up, you want to work harder, and you really do care about the overall
outcome of achievement in the school because you have a vested interest and you were
helped along the way as a group. You do not want to let other team members down. You
want to all be working towards the same goal because you all feel like you are in a team.
It is not a dictatorship.”
Research Question 2 (RQ2) Results
In Title I elementary schools, what are teachers’ experiences with the principal’s use of
transactional leadership? To answer this question participants were asked to answer three
questions:
● IQ5. Another style of leadership is referred to as transactional leadership. This
style involves motivating others by offering contingent rewards to support a
particular goal. There can also be negative consequences given when the goal is
not reached. For example, a group of teachers might be offered some kind of
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tangible reward for an improvement in student performance. Can you describe a
situation when your principal approached a problem using this kind of approach?
● IQ6. In general, how did teachers respond to this leadership style?
●

IQ7. Did the principal’s leadership behaviors during this time cause teachers to
feel empowered and engaged in solving an important issue? Why or why not?).

When participants were asked these questions, the following themes surfaced:
Unclear Rules
The first theme that came about from the section on transactional leader was unclear
rules. Several teachers spoke of a tangible coin that teachers could earn and then exchange for
something that they wanted later, even years later. IP8 stated:
“It was clear about how to earn those coins. It was very unique, no one really knew about
it until situations like that came up. That it was happening. I just do not think that it was
fair because it was not presented that this is how things are going to work. And because
of that one situation, I do not think that that helped with morale at all. I think it made
things very uncomfortable for a while until people were able to work through it”
IP1 added “It was kind of divisive” and spoke about how the rules were unclear. They explained
how no one really knew how to earn the coin and that it was just a sort of legend people spoke of
from time to time.
IP5 spoke about an incentive program that their school had that pitted classes, teachers,
and students against each other. She explained how again the rules were unclear and subjective,
that different people at the school would use different criteria to pass judgment on others because
it was not clear what they were supposed to do. They stated “it was also subjective because not
every teacher, playground, and cafeteria worker really had the same outlook on what is speaking
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disrespectfully. So, after working there for a few years, I really started to not like that
leadership.”
Competition
The second theme from RQ2 was competition. IP2 explained a situation where their
principal used to put all the scores from student’s district-level tests up at staff meetings. They
said the principal would celebrate teachers with the best scores. This created a very competitive
culture and climate at school because everyone wanted to have the top spot and be celebrated.
They stated “We did not work well as a team because we were all trying to be the best teacher
and get those top scores. I just remember at that time being so fresh to the profession feeling, like
I said, just very insecure and just almost embarrassed or ashamed of my scores.” They also stated
“I feel that it made us very competitive with one another. My teammates and I never collaborated
at all. We did not plan any lessons together. In fact, I almost felt like we kept our teaching style a
secret because we did not want to let the next person know what was working well or what was
not.”
Another participant spoke about data walls that teachers were required to have posted in
their individual classrooms. The wall reflected where students were performing in relation to
their goal and in comparison, to their classmates. The participant explained that it had a negative
impact on the morale of both teachers and students. IP5 stated “We would have this goal where
we would want all students to reach a certain point by the end of the year and we would track
them using our data wall. It was a negative impact because I was always worried about the data
wall rather than truly where are my students.”
Failure to Consider Outside Factors
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The third theme that was brought to light from this section of the interview was that
leadership failed to consider outside factors. Participants also explained that transactional
leadership tended to be unfair, but it does not take into account the things that teachers cannot
control such as what happens outside of the classroom. For example, some kids might be sharing
a bed with four other children in a one-bedroom apartment. IP9 said:
“As teachers, you might be doing somersaults. Creating the best lesson plans. Creating
the best situations for your kids and you are at the mercy of how much your kids are
going to be engaged in it. We could do it all and make it. Wrap it up in a pretty bow, it
was amazing. And you had kids who just would not participate or just would not do what
you needed them to do that kind of sad if you are talking about someone's improved
performance and there is negative consequences because a student did not do well when
as a teacher you were doing everything you could do.”
IP10 said:
“In this type of school, a Title I school, where the children have many needs besides
education; besides knowing the ABCs and the numbers. They have so many other issues
that you cannot control, you can make it better or can improve, but you cannot fix all of
those kinds of situations.”
Verbal Praise
The final theme that emerged from RQ4 was verbal praise. Participants mentioned that
while tangible rewards were not always common, they did appreciate verbal praise and
recognition. IP14 stated, “I think it's pretty effective. Teachers are just like kids. We like being
told we are doing a good job. We like being told that we’re you know doing this particular thing
good or that particular thing good.”
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Participants explained that transactional leadership was a positive experience when you
were benefiting from it and negative when you were on the other side of the situation. IP11
stated “It is positive when it is positive feedback and negative makes the teacher not want to care
anymore.”
Research Question 3 (RQ3) Results
In Title I elementary schools, what are teachers’ experiences with the principal’s use of
distributive leadership? To answer this question participants were asked to answer three
questions:
● IQ9. Another style of leadership is referred to as distributive leadership. This style
involves distributing leadership roles and responsibilities to other members at the
school site. For example, a teacher leader may be asked to lead a group of
teachers in order to come up with the school goals and a plan on how to reach and
measure those goals. Can you describe a situation when your principal
approached a problem using this kind of approach?
● IQ10. In general, how did teachers respond to this leadership style?
IQ11. Did the principal’s leadership behaviors during this time cause teachers to feel
empowered and engaged in solving an important issue? Why or why not?
Committees
The first theme that came about from RQ3 was committees. When completing the
interviews thirteen out of fifteen participants from two different school sites referred to school
committees where different teachers were given leadership roles and the opportunity to lead
those committees. IP5 explained:
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“My current principal has created committees that are academic or socio-emotional
committees. So there is a math committee, a reading committee, a writing committee, a
socio-emotional committee and we meet monthly. We are given a task of such as creating
school-wide goals and grade level goals, and there is one person from each grade level on
each committee.”
IP6 stated, “Everybody's on a committee and the committee meets once a month and there's
committee leaders and that is a really good way to get all the teachers involved, develop a strong
school community.” IP14 added:
“We separate into those different committees. So then we can talk specific goals for each
of those committees. And then those goals get brought together back to teams and discuss
like what we need to do for that specific topic.”
IP15 explained, “They take a very hands-off approach but check in with people that have
responsibilities but lets them, you know kind of run the show.”
Empowering
The next theme that emerged from these interview questions was empowering. All fifteen
participants agreed that the use of distributive leadership makes teachers feel empowered and
engaged. IP6 stated:
“That is a great way to develop a really good strong school climate and get the teachers
involved. Not only that, we are all in our own committee but then we talked as a grade
level about each other's committee and give input that they can take back to their
committee. So, it empowers all. I think it is a great way for everyone to get their voice
heard.”
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IP4 stated, “I would say yes. Engaged and empowered. I think that when you are given a
task and you are invested in that task it brings value to any place, brings value to the person.”.
Interview participant number eight stated “When are more involved and you have a voice, you
tend to be happier, you tend to have more motivation because you feel like you are part of
something. You are not on the outside.” Participant fifteen stated, “I think it definitely makes you
feel like hey, I'm important. I'm involved in the decision-making I have responsibilities. I'm
empowered.”
It should be noted though that some participants noted that some teachers may not want
extra leadership responsibilities. That those individuals prefer to focus primarily on what is going
on in their own classroom. Not all members of school staff are meant to hold leadership
positions. IP15 said: “Then on the opposite side of that though, you know, some teachers don't
want responsibility, for they don't want that extra workload. I think our principal has done a
pretty good job of making sure that, they pull them in. Even though they might be hesitant.” IP9
explained:
“There is a time in your life where you really want to be in there. You really want to be
part of the leadership. Doing, getting your hands in there being a part of it all. It kind of
ebbs and flows. You may find yourself where you just want to be in charge of your own
classroom and doing your own thing.”
Teamwork
The final theme that came from this research question was teamwork. The participants
spoke of the importance of working together as a united team and that this leadership promoted
teamwork. IP1 stated:
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“So, as a team, I think it helps all of us feel like we're contributing as a whole school. I
feel like we all have a say in what our goals are, and we have a lot of buy-in for those
goals because we created them.”.
IP8 stated “Being able to kind of share that load, and gives us that information, and that
authority, to be able to share it with our teachers at our grade level.”IP10 stated “It is good to be
part of it, to be part of the decision. If there is a problem or there is something that needs to be
done, it is good and it is probably healthy to be part of the solution and the organization.” IP15
said “Our staff great. Everyone's willing to jump in and help one another and I think we all rely
on each other for different things.”
Research Question 4 (RQ4) Results
In Title I elementary schools, what is the relationship between these leadership styles
and teachers’ perceptions and experiences of school climate? To answer this question,
participants were asked to answer the same question regarding each leadership style:
● IQ4, IQ8, IQ12. When the principal uses this kind of style, what kind of effect
does that have on your working relationships, morale, and the environment of the
school?
Unified
When participats spoke of the impact of transformational leadership and distributive
leadership one theme that came to the surface was unified. That these leadership practices have a
positive effect on the working relationships, morale, and environment of the school because they
unify the school staff. IP1 said:
“I think it definitely helps us feel unified. For example, when we talk about “All Means
All”, it helped me feel like the students that were coming to me — like, the teachers that
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were teaching them — were part of my team, because I knew I was getting their kids, and
so it felt like we were all working together towards the same thing.”
IP2 when speaking about transformational leadership (IQ4) explained:
“I think this kind of style helps us to work better as a team. It helps us to collaborate with
one another. It allows us to build those relationships with our colleagues and really try to
reach our goal. I just think that it is a great collaborative approach and it really helps us
work together as a team.”
IP4 said the following when answering IQ12:
“I think it keeps things more positive. There is more collaboration., there is more
understanding amongst the teams and then even within the teams and then amongst the
teams. I think that when you keep that positivity, and everyone is working towards a
more common goal.”
IP8 said, “That it does give us the opportunity to build strong relationships, which of course,
having those strong relationships will help you if someone is starting to struggle.”
Valued
The second theme that emerged from this interview is valued. Participants agreed that
transformational leadership and distributive leadership made them valued as members of the
school. IP3 said the following when talking about transformational leadership:
“There is a very positive response to this leadership style because, for me, I like to be
heard, I like to know that my opinion counts and that the things that I do every day for
my students matter to everybody and that we can all embrace all of our ideas. I think it's
definitely positive morale and the environment is usually upbeat and I think that we tend
to communicate more with one another.”

56

IP11 said, “we feel comfortable talking to another leader because that is kind of our peer.” When
talking about the effects of distributive leadership. IP5 responded to question IQ4 with
“Definitely a positive effect. Everybody likes to feel included, everybody likes to feel a valued
part of the team.”. IP6 stated “So, it empowers all. I think it is a great way for everyone to get
their voice heard.” IP15 said, “I think that teachers responded very well to this. I think that the
ones that were kind of reserved and wanted to kind of stand back felt more empowered and more
involved in the decision making.”
Negative
When asking participants IQ8, the theme that emerged was negative. Participants talked
about how transactional leadership did not make them feel empowered, that it pinned them
against their colleagues, and created a negative competitive climate. IP3 explained “It was not a
positive environment. It was more of a fearful environment. This had to be done and it had to be
calculated. And if not, I was afraid that I might be singled out. So, it did not encourage me to
work cooperatively at all as a team member in terms of data”
IP1 stated, “I think, instead of unifying, it just makes you feel kind of alone, that you have to
prove your own value, instead of thinking of yourself as part of a solution to a problem, for
sure.”
Some participants explained how transactional leadership was only a positive experience
for those staff members who were benefiting from it. If you were on the opposite side of the
situation it was a negative experience. IP14 stated “For example, it kind of gets the opposite
effect and it makes others not happy because it's like what we didn't do that or we weren't told
that. ” when talking about the effect on the climate of the school due to the unclear rules. IP12
agreed by simply saying that transactional leadership brings down morale.
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Summary
This chapter explained the different themes that emerged from the interview process.
Fifteen participants, who are all Title I elementary school teachers in the same suburban school
district participated in the study. Themes that were highlighted for RQ1 were collaborative,
understanding, and positive. Themes that were found for RQ2 were unclear rules, competition,
outside factors, and verbal praise. Themes that emerged for RQ3 were committees, empowering,
and teamwork. Themes that were highlighted for RQ4 were unified, valued, and negative. The
following Chapter Five analyzes the data and draws conclusions.
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CHAPTER FIVE: Summary, Conclusion, Implications, and Recommendations
Chapter 5 provides a summary of the study, a summary of the findings, conclusions,
implications, and recommendations for future practice and future research.
Summary of the Study
Many scholars have concluded that the principal of the school is the most significant
factor that affects student achievement and the overall success of the school (Branch et al., 2012;
Chenoweth & Theokas, 2013; Davis et al., 2017; Oleszewski et al., 2012; Wallace Foundation,
2013). There is no guarantee that the effects of a principal’s leadership will necessarily be
favorable. Past research reveals that schools need a positive climate to be effective (Aldridge &
Fraser, 2015; Teddlie & Reynolds, 2000; Wallace Foundation, 2013).
The purpose of this study was to explore the impact that the Title I elementary school
principal’s leadership style has on the climate of the school. Specifically, the study investigated
leadership styles referred to as transformational leadership, transactional leadership, and
distributive leadership. The following research questions were examined during this study:
Research Question 1: In Title I elementary schools, what are teachers’ experiences with
the principal’s use of transformational leadership?
Research Question 2: In Title I elementary schools, what are teachers’ experiences with
the principal’s use of transactional leadership?
Research Question 3: In Title I elementary schools, what are teachers’ experiences with
the principal’s use of distributive leadership?
Research Question 4: In Title I elementary schools, what is the relationship between
these leadership styles and teachers’ perceptions and experiences of school climate?
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The research was completed through a qualitative phenomenological lens. The
phenomenon being examined in this study was the impact of the Title I principal’s leadership
style on the climate of the elementary school. Qualitative data were collected through interviews
where the researcher posed questions to fifteen different participants in a one-on-one virtual
setting. The researcher then coded all the data looking for various themes and trends related to
the four research questions.
Summary of the Findings
Research Question 1
Research question one asked participants to identify their experiences with Title I
principals’ use of transformational leadership. Current research states transformational leadership
is the concept that the leader works to develop and create a vision and then inspires employees to
perform at higher levels (Burns, 1978). The transformational leader motivates employees to aid
them in reaching their potential (Burns, 1978). In this leadership style, leaders work to build and
transform their organization to fulfill their common mission and sustain this work even after the
current person in the leadership role is gone (Davidson, 2015).
When the participants were asked questions about their experience with transformational
leadership the following themes emerged: collaboration, openness, and positivity. Participants
spoke of their positive experiences being able to collaborate with both their principals and their
fellow coworkers. They explained that this type of leadership allowed everyone to be open to
new ideas and that they felt they could speak without fear of being judged or dismissed.
Participants also stated that they felt supported by their principals that used this leadership style
and that they could approach them with their problems. They also said that a benefit to this was
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they could not only approach them with problems but that principals actually helped them to
come up with solutions.
Research Question 2
Research question two asked participants to identify their experiences with Title I
principals’ use of transactional leadership. Current research states that transactional leadership
refers to a style where the leader rewards or disciplines followers based on their actions. (Bass &
Riggio, 2006). Transactional leadership is a managerial approach that looks for and punishes
weakness and rewards the members who comply. This style of leadership has the building
leaders managing through an exchange process (Mette et al., 2014).
When the participants were asked questions about their experience with transactional
leadership the following themes emerged: unclear rules, competition, failure to consider outside
factors and verbal praise. Participants spoke about how the principals who use this style failed to
create clear rules about how to earn the reward. This led the participants to feel that the system
was unfair because they did not know how to be rewarded. They felt that the leadership style
only had a positive impact on those who were directly benefiting from it and a negative impact
on those who were on the other side.
Participants also spoke about how transactional leadership created unnecessary
competition between teachers, and that the principal’s leadership had them competing against
each other to have the best student data at the school. The participants explained that they felt
that the principals also failed to consider the outside factors that influence their data or their
student’s ability to hit certain unrealistic goals. However, participants did discuss the importance
of verbal praise. They explained that teachers, like anyone else, like to be told that they are doing
a good job and that they appreciate when their hard work is noticed and commented on.
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Research Question 3
Research question three asked participants to identify their experiences with Title I
principals’ use of distributive leadership. Current research states that leaders who use distributive
leadership rely heavily on their followers. Followers help to influence the leader (Spillane,
Halverson, & Diamond, 2004). The leader engages many people in the activity or decisionmaking process. In the school setting the principal utilizes teacher leaders to accomplish a task
and create change. This style de-compartmentalizes the leadership role and allows teachers to
help develop the school (Harris, 2005). Principals who participate in distributive leadership look
to their teachers and those who have experience with a topic or issue instead of only using
individuals who have formal leadership roles (Harris & Muijs, 2004).
When participants were asked questions about their experience with distributive
leadership the following themes emerged: committees, empowering, and teamwork. Participants
talked about how principals who used this style had people participating in a variety of
committees. Those committees had teacher leaders and were responsible for different tasks such
as creating school goals and plans on how to reach those goals. Participants said that this
leadership style led them to feel empowered and that they had more buy-in with what was
happening at school because they were part of the solution.
Participants also said that their principal’s use of distributive leadership increased the
teamwork aspect of their school sites and that they were able to work more closely with not only
their principal but their teammates and other members of the school site. This leadership style
brought them together because everyone was working towards a common goal.
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Research Question 4
Research question four asked participants to identify their perceptions and experiences of
their school’s climate. With regard to transformational and distributive leadership, the findings of
this research agreed with previous and current research. A study done in Texas found that
teachers at schools with transformational leadership showed not only more overall satisfaction
but also put more effort into their job (Newman, Holt, Arrambide, & Hammack, 2014). Research
done in California based on three elementary schools found that in schools participating in
distributive leadership teachers reported a positive working climate. Eighty-five percent of
teachers agreed that distributive leadership leads to an increased level of job satisfaction. Most
teachers at the three schools also agreed that distributive leadership led to positive
communication, school organization, and social networks (Valdez, 2016).
This research also aligns with previous and current research that teachers do want to
receive verbal praise (Juneau, 2014). In addition, this research also agrees with previous and
current research that states that principals also have a direct impact on the climate of the school.
(Aldridge & Fraser, 2015; Hallinger, 2005; Pinkas & Bulić, 2017; Urick & Bowers, 2013,
Robinson, Lloyd, and Rowe, 2008; Teddlie & Reynolds, 2000; Wallace Foundation, 2013).
When participants were asked questions about their experience with these leadership
styles and school climate the following themes emerged: unified, valued, and negative.
Participants explained that transformational leadership and distributive leadership made them
feel more unified as a team. Participants explained that these leadership practices have a positive
effect on the working relationships, morale, and environment of the school because they unified
the school staff. They added that the school climate was more positive because of the site’s
leadership. There is more collaboration and there is more understanding amongst teams. The
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participants also added that because they were working together they had formed stronger
relationships with their teammates and other staff members.
Participants also agreed that transformational and distributive leadership made them feel
more valued as individuals and teachers. Participants felt like what they were doing really
mattered which had a positive impact on staff morale and the school environment. In addition,
they added staff members felt like their voice really mattered and that caused them to feel
empowered.
Participants reported that over-all they felt transactional leadership had a negative impact
on the Title I school climate. Participants explained that transactional leadership created a
fearful, competitive, and negative environment. They reported that it made them feel alone and
that they were worried about being singled out and embarrassed. Participants agreed that
transactional leadership only has a positive impact for the teacher who was directly benefiting
from it. However, it is important to note that participants did agree that verbal praise was
important to teachers, and that they appreciated being recognized for their good work.
Conclusions
Positive has been defined as an adjective used to describe someone or something that is
full of hope and confidence, happy, a good aspect, and expressing agreement or support
(Cambridge University Press, 2021). Climate has been described as the feelings and attitudes that
are created by the organization (Clark, 2015). Researchers have concluded that a positive school
climate is a place that has a pleasant atmosphere, a school that fosters safety, promotes a
supportive academic, disciplinary, and physical environment, encourages trusting and caring
relationships throughout the entire school community (American Institutes for Research, 2021;
Teddlie & Reynolds, 2000). It was also reported by Hallinger (2005), that principals should
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protect instructional time, promote professional development, maintain high visibility, and
develop high expectations and standards to have a positive school climate.
Based on the definition of positive and climate and the descriptions from prior research
on a positive school climate a claim can be made from this research that principals’ use of
transformational leadership and distributive leadership can have a positive impact on the Title I
elementary school’s climate. Based on the interviews teachers feel that transformational
leadership allows them to collaborate and be more open with their principal. Distributive
leadership allows teachers to work as a team, empowers individuals, and can involve forming
beneficial committees. These leadership practices impacted the school climate in a positive way
where teachers felt valued and unified.
It can also be concluded that the principals’ use of transactional leadership can have a
negative impact on the Title I elementary school’s climate. Teachers reported through their
interviews that they felt that often rules are unclear, that principals do not consider outside
factors, and it creates competition amongst staff members. Teachers do appreciate verbal praise
and that can have a positive impact on the climate of the school.
Implications and Recommendations for Practice
As current Title I principals self-reflect on their leadership practices and future principals
develop and mold their leadership skills, it is important they acknowledge the impact that their
leadership has on the climate and success of the school (Aldridge & Fraser, 2015; Branch et al.,
2012; Chenoweth & Theokas, 2013; Davis et al., 2017; Newman et al, 2014; Oleszewski et al.,
2012; Teddlie & Reynolds, 2000; Wallace Foundation, 2013).
1. Principal preparation program facilitators should highlight to students the impact of
transformational, distributive, and transactional leadership on the climate of the
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school. Facilitators should educate students on the importance of a positive school
climate.
2. Current principals should evaluate and self-reflect on their current leadership
practices. This research highlights and implies that if principals are leading their staff
solely through transactional leadership they may be having a negative impact on the
school’s climate and overall success of their school.
3. Teachers want and need to be told they are doing a good job. Verbal praise is
important for morale.
4. When districts are hiring new principals to serve at their Title I schools, it would be
advised that they inquire about the principal’s leadership style and how they feel that
they would impact the climate of the school.
5. Title I principals should engage and empower their staff to help make decisions that
impact the school. The use of transformational and distributive leadership has a
positive impact on the school’s climate. These practices allow teachers to feel more
unified and valued.
6. Those who supervise principals can help to develop the principal’s abilities to reflect
on their leadership style and on the effect of transformational, distributive, and
transactional practices on school climate.
Recommendations for Future Research
This research was done with a small sample size in one school district with teachers from
two Title I elementary schools. There is ample possibility for this research to be done on a bigger
scale and it is crucial that it continues for the betterment of both teachers and students. The
following are recommendations for future research:
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1. Conduct a replication study using a larger sample of both male and female Title I
elementary school teachers to collect a larger data set to determine if the findings of
this study are generalizable to a larger population.
2. Conduct a study comparing teachers’ perceptions of the impact of a male Title I
principal’s leadership style as a compared to a female Title I principal’s leadership
style.
3. Conduct a replication study using a larger sample of school districts. These districts
could include rural and urban schools, charter schools, private schools. With the
recent development of online education for elementary school students online schools
could be included in the study as well.
4. Conduct a replication study at Title I middle schools and Title I high schools to see if
the information found in this study stays consistent across all grade levels.
5. Conduct a study examining the impact that the principal’s leadership style has on
student achievement.
6. Conduct a study examining the impact that the school climate has on student
achievement.
Concluding Remarks
As I mentioned in chapter four of this research, I am a current Title I teacher and aspiring
future administrator. My dream is to one day be a principal of school that has a positive and kind
climate. It was my hope that from this study I would learn more about what it takes to create this
type of positive school climate. As we all know the importance that a positive climate has on the
success of the school (Aldridge & Fraser, 2015; Branch et al., 2012; Chenoweth & Theokas,
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2013; Davis et al., 2017; Newman et al, 2014; Oleszewski et al., 2012; Teddlie & Reynolds,
2000; Wallace Foundation, 2013).
I appreciate and I am thankful for all the people who gave up their time to tell me their
stories both negative and positive about both their past and current principal’s leadership. I
conclude this study with the idea that people just want to be heard, valued, and treated with
kindness. We all want to be a part of team that is unified, collaborative, and where all members
appreciate each other and are open with one another.
I hope all current and future administrators remember this as they lead both their students
and staff, that they lead with a kind heart that is focused on creating a better school climate
where both teachers and students can reach their full potential, and where they leave the school
as a better individual who continues to put kindness out into the world.
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APPENDIX A: RECRUITMENT EMAIL

Dear (Insert Name),
My name is Emily James and I am a doctoral candidate in the Department of Education at
Northern University Arizona. I am writing to invite you to participate in my research study about
the impact that the Title I principal’s leadership style has on the climate of the elementary
school.
I am looking for current Title I elementary teachers who have taught at a Title I school
for three or more years. The study will examine the impact of transformational leadership,
transactional leadership, and distributive leadership. Participation in the study includes the
completion of a brief survey and a one-on-one interview over the platform Zoom. I know how
valuable your time is so the survey will take approximately five minutes to complete and the
interview will take approximately thirty minutes to one hour. If you are interested in
participating in this survey please click on this link (add link). The survey will ask you eight
general questions to confirm your eligibility for the study.
If you are eligible for the study I will reach out to you again to confirm a time for our
interview. Please see the attached document for a list of the questions that will be asked during
the interview. I would also like to record the interview but your answers and your participation in
the study will be kept confidential. I will make transcriptions of the interviews and then the
recordings will be destroyed. If you have any questions about the study please email me at
emilykj4@gmail.com
Thank you for your time. I look forward to working with you and hearing your stories.

Emily James
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APPENDIX B: NAU IRB APPROVAL
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APPENDIX C: CONSENT FORMS
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APPENDIX D: INFORMATIONAL QUESTIONAIRE

1.
2.
3.
4.
5.
6.

Name
Are you a current Title I classroom teacher in the ____ District?
Years of experience at a Title I School?
Total years of experience in education?
Education Level?
Gender?
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APPENDIX E: INTERVIEW QUESTIONS
Research Question 1: In Title I elementary schools, what are teachers’ experiences with the
principal’s use of transformational leadership?

•

IQ1. Transformational leadership involves inspiring others by engaging them in developing
and pursuing a shared vision. For example, a leader employing this style might engage
teachers in identifying a problem and developing a shared plan to address it. Can you
describe a situation when your principal approached a problem using this kind of approach?

•

IQ2. In general, how did teachers respond to this leadership style?

•

IQ3. Did the principal’s leadership behaviors during this time cause teachers to feel
empowered and engaged in solving an important issue? Why or why not?

•

IQ4. When the principal uses this kind of style, what kind of effect does that have on your
working relationships, morale, and environment of the school?

Research Question 2: In Title I elementary schools, what are teachers’ experiences with the
principal’s use of transactional leadership?

•

IQ5. Another style of leadership is referred to as transactional leadership. This style involves
motivating others by offering contingent rewards to support a particular goal. There can also
be negative consequences given when the goal is not reached. For example, a group of
teachers might be offered some kind of tangible reward for an improvement in student
performance. Can you describe a situation when your principal approached a problem using
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this kind of approach?

•

IQ6. In general, how did teachers respond to this leadership style?

•

IQ7. Did the principal’s leadership behaviors during this time cause teachers to feel
empowered and engaged in solving an important issue? Why or why not?

•

IQ8. When the principal uses this kind of style, what kind of effect does that have on your
working relationships, morale, and environment of the school?

Research Question 3: In Title I elementary schools, what are teachers’ experiences with the
principal’s use of distributive leadership?

•

IQ9. Another style of leadership is referred to as distributive leadership. This style involves
distributing leadership roles and responsibilities to other members at the school site. For
example, a teacher leader may be asked to lead a group of teachers in order to come up with
the school goals and a plan on how to reach and measure those goals. Can you describe a
situation when your principal approached a problem using this kind of approach?

•

IQ10. In general, how did teachers respond to this leadership style?

•

IQ11. Did the principal’s leadership behaviors during this time cause teachers to feel
empowered and engaged in solving an important issue? Why or why not?

•

IQ12. When the principal uses this kind of style, what kind of effect does that have on your
working relationships, morale, and environment of the school?

Research Question 4: In Title I elementary schools, what is there a relationship between these
leadership styles and teachers’ perceptions and experiences of school climate?
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See IQ4, IQ8, and IQ 12
Closing Questions if Needed:
● If you have never experienced transformational, transactional, or distributive leadership, how
did your principal lead the school? What kind of effect did that have on your working

relationships, morale, and environment of the school?
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