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ABSTRACT 

A change-agent worked to develop leadership in a medium 

sized private secondary school. Two similar schools were 

used as control groups. 

Prefects were helped to clarify the aims and objectives of 

their education, and to agree upon the role of prefects in 

the school. A series of exercises designed to develolp 

human-relations skills associated with leadership was 

completed. Ideas and information generated by the prefects 

were conveyed to staff, who were encouraged to discuss and 

implement useful suggestions. 

Towards the end 0 £ the programme the prefects were to review 

their experiences and attempt to set objectives for their 

successors. 

T~o questionnaires, a diary, and interviews with staff were 

used to guage progress. 

Evidence suggested the need for a more permissive form of 

leadership to be exercised by staff in order 0 allow the 

idealistically motivated and technologically sophisticated 

pupils scope to develop themselves and their school. A 

great need exists for support, encouragement and co

operation from staff in helping pupils to conceptualize and 

implement development programmes they propose for the 

school. 
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Chapter 1 INTRODUCTION 

This thesis is concerned to study leadership, and in par

ticular, the development of leadership in secondary schools, 

especially among prefects. The study focused particularly 

on the leadership of prefects ·in three girls' secondary 

schools; all private schools of medium size. 

This thesis is essentially an exploratory study. Testable 

hypotheses are therefore not the target or focal point of 

the work. Instead it is bounded and directed by aims, and 

by some tentative exploratory hypotheses. By the end it 

should be possible not only to offer comment on the likeli

hood of the hypotheses, but also to offer suggestions for 

i mprovi ng the hypotheses themselves. 

Approaches combining elements of the classical psychological 

experiment, the participant-observer style of investigation, 

and the anthropological investigation, are worked together 

in the st~dy. It is hoped that the mixture of styles will 

serve to make it a more worthwhile contribution to our 

understanding of leadership in schools, and an instructional 

aid for those who are concerned with developing leadership 

qualities in secondary school pupils and particularly in 

prefects. 
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LEADERSHIP 

In schools, where the present work was set, leadership is a 

ubiquitous phenomenon. To some extent most school members 

have some degree of leadership. Leadership is also con

sidered to underlie a grea t deal of the school's life: the 

spirit, the standards, the culture of the school are all 

products of, and causes of, leadership. 

But leadership is an evasive entity. It does not admit of 

precise definition (though everyone knows what it is!). It 

seems not to exist without leaders, but on the other hand 

the remo~al of a leader rarely removes leadership: it only 

changes its expression. 

Leadership seems to be related to the setting of a vi s ion or 

ideal, to the way example is provided, and to the way 

encouragement is offered. Leadership is both the fruit of, 

and the cause of these qu a lities. Leadership has been the 

stimulus for huge volumes of study, musing, speculation and 

philosophizing. 

Leadershi.p is a topic that has aroused great interest. 

Perhaps it is no exaggeration that it has been a topic of 

interest since the beginning of men's involvement with one 

another. The psychological literature contains a great deal 

of theorising about and study of leadership, e specially 

leadership in work situations. Attempts have been made to 

develop sophisticated general theories of leadership, and 
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approaches have fallen between one extreme of attributing 

leadership almost entirely to the pe rsonal characteristics 

of the leader, and another of attributing leadership almost 

entirely to the nature of the particular social environment 

in which it arises. (Marlowe 1972) 

THIS STUDY 

The present study begins with a review of some of the more 

prominent theories offered in the literature, and describes 

the one ~heoretical attempt which seems to the present 

author to best blend comprehensiveness, usefulness and 

intelligibility. An attempt is also made to gain some 

understanding of the way leadership is viewed by teachers in 

the schools , and by the educational authorities. 

After tr.is foundation is laid , aims and tentative hypotheses 

are established. Next the present study 's method of 

approact is explained; the way systematic investigative pro

cedures were organized and executed is described. The 

results of the investigations are then presented: these 

results consist of statistics from the questionnaire, inter

views with staff, and the reflections from a diary. 

The results are evaluated and discussed and their bearing on 

the hypotheses is considered. Finally some areas where 

future work is necessary are proposed, and some suggestions 

about how this might be carried out are offered. 
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SCHOOL SETTING 

In the schools investigated leadership is vested primarily 

in the principal. Beyond her (in each case) teachers were 

given an official hierachy to work within, with a deputy

principal, heads of departments, the rest of the staff. In 

each school some staff members also had portfolios such as 

discipline, boarders (for the two schools ~here s ome pupils 

lived at school), sports responsibilities, class respon

sibilities. The network was sufficiently complex that it 

took some time to realise who was responsi ble for what. 

Among pupils in two schools prefects were nominated and 

appointed, by senior pupils and staff respect ively. These 

sixth or seventh form girls were then assumed to fulfil many 

leadership functions among the pupils of the school: some 

such as 'house leaders', were assigned portfolios by a 

member of staff, usually the principal . (Pupils were 

assigned to one of four "houses" for sports competition and 

other cultural activities). 

Beyond these specific portfolios, prefects as a group were 

expected by the staff to "set the tone" of the school. This 

task was seen (when people thought of it at all) in terms of 

policing school rules, and setting a good example. School 

rules applied to dress and behaviour in school and around 

town. (e.g: No wearing of jewellery while in school 

uniform). 
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The third school appointed school councillors. Fo r the pur

poses of this study sixth and sev~nth form counc illo r s are 

equated with pre f ects in the other two schools (and called 

prefects) but th is equa tio n is only very approximate . In 

the third school a serious effor t was made to give pupil 

leaders real responsi bilities ; councillors were appointLJ to · 

specific functi ons because of their abilities and interest 

and the system appointed counc illors throughout the school 

(at all levels). In these three r espects t he leadership 

system for these pupils wa s different fr om that at the othe r 

two schools. 

The third school's 'prefects' excepted , two general obser 

vations about leade r sh i p app l y in all of the schools both 

among staff and pupils. 

Firstly, rules (in some shape or form), apply to just about 

every situation where scope might exist for l eaders to lead. 

For the staff cu rr icu la r bind their approach t o t he subject 

matter; policies govern every other area of school life . 

For the prefects, staff create and uphold an equally 

restricting structure . of rules or regulations (no jewellery 

with school uniform!). 

And secondly, inspite of rules and of assigned positions, 

most of ten when someone in school is interested and/or 

skilled in something, they go right ahead and do it. Often 

in doing so they generate a following , so that many activi

ties proceed and are led quite satisfactorily without any 

structured link to the rest of the school . 



Chapter 2 LITERATURE REVIEW 

DEFINING LEADERSHIP 

A necessary first step in the study of leadership is to 

clarify precisely what leadership is. The definitions of 

"leaders" or "leadership" that authors use are sometimes no t 

accurately re fl ected in the people they select as leaders in 

experiments, and sometimes the clarity of the definitions 

themselves can be questioned. Such statements as 

"leadership is best understood as a role relationship in 

which one or more members are recognised as special facili

tators toward group goals" (Newcombe et al. 1965 p. 485) are 

common, but as is apparent, are heavily influenced by the 

bias of the author. The task (of defining 'leadership') is 

one fraught with conceptual and other difficulties. 

To some extent one can work backwards by seeing how authors 

pick the people that thei study in studies of leadership, 

and inferring f rom this the kind of definition or approach 

to leadership that they have implicitly or explicitly 

adopted. As Newcomb; Turner and Converse (1965) mention, 

some authors explicitly espouse a definition of leadership 

which their evidence shows they implicitly deny. Riedesal, 

in his consideration of Bales work, for example, observes 

that "a long standing indicator of expressive prominence or 

leadership in small group interaction has been popularity" 

(Riedesal 1974 p.557) although no attempt to relate popu

larity to leadership is offered. 
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One method of choosing leaders is simply to choose charac

ters ~ h o are, in the estimation of the common populace, 

outstanding leaders. ("Studies" a bound of Winston 

Churchill, Montgomery, Adolf Hitler and plenty of other 

(supposedly) great leaders, but these st udies are mostly 

historical investigations rather than scie ntifically 

controlled studi e s). Another approa c h, quite common in t he 

studies reviewed, is the selection of leaders in accord with 

the expressed opinion of the majority of me mbers of a group 

which the leader is supposed to have led. Many researchers 

have used the judgements of the leader's sJpervisor as a 

criterion of their leadership and there are those who simply 

equate leadership with official position or title. 

Sometimes a criterion for leadership is the output or satis

faction of members of the group, it being hypothesised that 

good leaders get the best results from their groups. Some 

researchers have chosen, within a broad sptere of 

leadership, to concentrate simply on a few spe cific beha

viours that might be related to leadership. 

In order to make a choice between any of the above methods 

in selecting leaders we should begin by examining some of 

the main approaches to leadership theory. 

LEADERSHIP IN TERMS OF PERSONALITY ATTRIBUTES 

In 1948 Stodgill undertook a survey of the literature of 

personal factors associated with leadership . In the survey 

he was "concerned only with those studies in which some 
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attempt has been made to determine the traits and charac-

teristics of leaders". (S togdill 1948 p.35) He observ ed 

(as I already have ) t hat l e ad e rship i s frequently not 

defined, and that "me thods us ed in the invest i g a tion 

appeared to have little relationship to the prob l e m as 

stated". (Stogdill 1948 p.36) 

His survey include d only factor s which were s tud ied by t hree 

or more investigators, a wise p r ecaution, s i nce in an 

ea r lier "review of twenty different investigati o ns of t he 

traits of individuals regarded as leaders in various k i nds 

of groups" (Bird 1940), altogether seventy nine di f fer e n t 

traits were mentioned. Less than half of the s e seventy nine 

traits appeared on more than one of the twenty lists, e ven 

allowing for near synonyms". (Newcombe et al. 1965 p.47 4) 

Stogdill lists as the primary methods employed for iden

tification and study of leaders: 

" (a) 

( b) 

( c) 

( d) 

observation of behaviour in group situations 

choice of associates (voting) 

nomination or rating by qualified observers 

selection (rating or testing) of persons occupying 

positions of leadership, and 

(e) analysis of biographical and case history data". 

(Stogdill 1948 p.36) 
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Stogdill's approach is simply to take the suggested per

sonality trait or characteristic and to list all the studies 

in favour of each of the positions that ca~ be adopted ~ith 

regard to it. For example 

"l. Chronological age 

(a) leaders found to be younger; six studies. 

(b) leaders found to be older; ten studies. 

(c) no difference found; two studies. 

(d) differs with situation; one study". 

p.39) 

(Stogdill 1948 

In a large number of studies "student leaders are found to 

rate somewhat higher than followers in dependability, trust

worthiness and reliability in carrying out responsibilities 

••. girls chosen as leaders tend to be those who inspire 

confidence The evidence available suggests that 

leadership exhibited in various school situations may per

sist into college and into later vocational and community 

life. However, knowledge of the facts relating to the 

transferability of leadership is very meagre and obscure". 

(Stogdill 1948 p.64) 

"The items with the highest overall correlation with 

leadership are originality, popularity, sociability, judge

ment, aggressiveness, desire to excel, humour, co-
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operativeness, liveliness and athletic ability, in approxi-

m~ te order of magnitude of average correlation co-

efficient". (Stogdill 1948 p.63) He sugg~sts that suit a ble 

general headings for all of the factors which ar e associated 

with l e adership might be capacity, achievement, re s pon-

sibility, participation and status. 

One might say of this 'personality' approach to leadership 

that the train of argument is somewhat circular. A dominant 

or responsible person is chosen as a leader for the purposes 

of the study, then after careful research into what makes 

him a leader we discover that it is because he is dominant 

or responsible. 

The other major criticism to be levelled at this type of 

approach is that it does not clearly and precisely define 

its terms, in such a way that they can usefully serve as 

precise scientific tools. Such terms as sociability, co-

operation, adaptability, dependability, persistence, alert-

ness, judgement and many more are all, to greater or lesser 

extents, wide open to this criticism. 

Also it "becomes clear that an adequate analysis of 

leadership involves not only a study of leaders, but also of 

situations". (Stogdill 1948 p.65) Since the early work, 

largely reviewed by Stogdill, it has become fashionable to -
consider leadership more in situational terms than as an 

artifact of an individual's personality. Any controversy as 
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to the relative importance of "personality" and 

"situa~ional" variables in leadership should be carefully 

examinP~ for the conceptual clarity of these notions. 

Two people, and the th ~ories generated by them and t hose 

that have gathe red around them, r ~ tend to dominate the 

field of leadership to a large extent. 

LEADERSHIP IN TERMS OF BE HAVIOUR 

E.A. Fleishman is the first of these people. Fleishman has 

conducted a lot of his research with the U.S. Air Force Air 

Training Command, Human Resources Research Centre, Ohio. He 

recognised the emphasis that had been placed on "postulated 

traits that leaders should possess, or overall evaluations 

of leaders" (Fleishman 1953 p.l) and argued in favour of an 

approach which described leadership behaviour and could be 

applied in many situations. Fleishman used "expert judges" 

to generate over eighteen hundred items which could con

ceivably be linked with lead e rship behaviour. These were 

then sorted by the judges into nine dimensions of leadership 

behaviour. 

"l. Integration - acts which tend to increase co-operation 

among group members or decrease co-operation among them. 

2. Communication - acts which increase the understanding 

and knowledge about what is going on in the group. 



12. 

3. Production emphasis - acts which are oriented towards 

volume of work accomplished. 

4. Representation - acts which speak for the group in 

interaction with outside agencies. 

5. Fraternisation - acts which tend to make the leader a 

part of the group. 

6. Organisation - acts which tend to differentiation of 

duties and which prescribe ways of doing things. 

7. Evaluation - acts which have to do with distribution of 

rewards (or punishment). 

8. Initiation - acts which lead to c hanges in group ac tivi

ties. 

9. Domination - acts which disregard the ideas of persons 

or members of the group". (Fleishman 1953 p.2) 

One hundred and fifty items such as "he encourages group 

members to work as a team" or "he insists that everything be 

done his way", (examples of integration and domination 

respectively) were then selected for these nine categories. 

A questionnaire thus constructed was applied and the results 

analysed. A factor analysis was undertaken "in order to 

identify empirically the factor structure of the 

questionnaire". As a result of this process, two major fac-

tors were identified and defined as consideration and ini

tiating structure. 
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"Initiating Structure {S): Reflects the extent to which an 

individual is likely to define and structure his role and 

those of his subordinates toward goal attainments. A high 

score on this dimension characterises individuals who play a 

more active role in directing group activities through 

planning, communicating information, scheduling, trying out 

new ideas, etc. 

Consideration {C): Reflects the extent to which an indivi

dual is likely to have job relationships characterised by 

mutual tr.ust, respect for subordinates' ideas, and con

sideration of their feelings. A high score is indicative of 

a climate of good rapport and two-way communication. A low 

score indicates the supervisor is likely to be more imper-

sonal in his relations with group members". 

p.349) 

{Korman 1966 

"Two minor factors were tentatively labelled 'Production 

Emphasis' and 'Social Sensitivity'." {Fleishman 1953 p.2) 

Since the work of Fleishman and of Hemphill (1950), who is 

attributed with initiating the research which led towards 

the development of the Leader Behaviour Description 

Questionnaire (L.B.D.Q.) by Stogdill (1969), the LBDQ has 

been used a great deal in industry and other situations, and 

variants of it have been derived in order to allow people to 

assess thEmselves, or their superviors, and give results on 

the same 'consideration' and 'initiating-structure' scales. 

{See, for example, Fleishman 1953). 
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In 1966 Korman undertook a review of the substantial litera

ture which had by that stage been generated by research 

using the LBDQ and LOQ. He made a number ~f penetrating 

criticisms. These were well summarised in an update o f 

Korman's review made by Kerr and Schriesheim in 1974. In 

thei r update, Kerr and Schriesheim attempt~d 

"l. to summarise the criticisms and recommendations of the 

Korman (1966) paper; and 

2. review those published and unpublished studies concluded 

since then, to determine to what exten~ his criticisms 

have been met, and his recommendations adopted." 

and Schriesheim 1974 p.555) 

(Kerr 

"In most cases, the researchers have made little attempt 

either to conceptualize situational variables which might be 

reflected or measure them". (Korman 1966 p.355) Since the 

time of Korman's review efforts have been made by many 

researchers to do so, but it is apparent from Kerr and 

Schriesheim's evaluation that there are a very large number 

of variables which can be construed as affecting leadership 

in important ways. 

The second of Korman's criticisms was that "most of the 

reviewed studies yielded generally insignificant correla

tions between leader behaviour measures and criteria". 

(Kerr and Schriesheim 1974 p.556) This criticism Kerr and 

Schriesheim still considered to be valid in 1974, although 
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the practice of grouping data and operating from means had 

declined, thus providing slightly more significant results. 

Korman observed that many o f the studies employed a design 

which required that predictor and criterion ratings be made 

by the same individual and that this could well tend to 

nullify results. While Kerr and Schriesheim said that "this 

criticism remains true of many of the more recent studies" 

(Kerr and Schriesheim 1974 p.560), they considered that the 

problem was less acute in 1974 than it had been in 1966. 

Korman's fourth comment concerned the unsuitability of stu

dies in enabling the question of causality to be approached. 

He noted that there was an absence of literature in which 

consideration and/or initiating structure were experimen

tally varied in order to observe the effects of various cri

teria. Kerr and Schriesheim found a few longitudinal stu 

dies which had attempted to bear upon this question, but 

without enormous success, and they concludef "Korman's 

fourth criticism, relating to the impossibility of resolving 

the question of causality, is very nearly as valid today as 

it was in 1966". (Kerr and Schriesheim 1974 p.564) 

Korman's final criticism was that no one had attacked the 

problem of determining which Leader Behaviour Scores are 

related to criterion variables, and which are not. This 

task was considered to be of critical importance since some 

researchers had discovered curvilinear relationships which 
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made it important to know the bounaaries within which con

sideration and structure made a difference. In 1974 this 

task had still not been undertaken. 

Kerr and Schriesheim conclude: "thus, while we have 

unquestionably progressed in our knowledge and understanding 

of consideration and initiating structure, it is obvious 

that a great deal of additional research needs to be done 

before definitive statements about the effects of these two 

behaviour dimensions will be possible". (Kerr and 

Schriesheim 1974 p.565) 

"The definition and measurement of leader Initiating 

Stru c ture is not an easy task. It should also be obvious 

that far too little attention has been paid to this problem 

in the past, with the result that a myriad 0f definitions, 

working definitions and operationalisations have taken their 

place in the research literature. These have made compara

bility among leadership studies all but impossible, and have 

led to confusion and controversy surrounding the consequen

ces of the Leadership Initiating Structure upon various cri

teria and the importance of the structuring dimension 

altogether." (Schriesheim, House and Kerr 1976 pp.317 -

318) 

"It was never the primary intention of the Ohio State 

researchers to develop a full-blown situational theory of 

leadership" but Kerr, Schriesheim, Murphy and Stogdill 

(1974) attempted this task. 
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Kerr et al. proposed a set of ten propositions concerning 

situational effects of leadership. But they admit that 

their set of propositi r~ s leaves much to be desired as a 

theory of leadership. T
0

hey acknowledged that "in order to 

develop a situational theory of leadership, ways must exist 

to classify both the leader and the situation" . (Ke rr et 

al. 1974 p.72) A problem, (common also to the Fielder 

model) is that "it is both conceptually and physically 

impossible to define and study all of the important 

variables which comprise the 'situation'". (Kerr et al. 

1974 p.72) 

LEADERSHIP IN TERMS OF PSYCHOLOGICAL INFLUENCE 

Another group of writers who have es tablished something o f a 

school have formed around F.E . Fielder. His school has in 

some ways run parallel to Fleishman's, but has developed and 

investigated another measure of leadership. In recent 

years, one group of authors, (Kerr et al. 1974) have at 

least gone so far as to mention both schools in the same 

article, but one could not say that a co-operative approach 

has existed between the two schools. Indeed, it may be that 

their models are quite incompatible. 

Leadership, according to Fiedler, is the process of 

influencing others for the purpose of performing a shared 

task. In grossly over-simplified terms, the leader may use 

the power of his position to enforce compliance, or he may 
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persuade and cajole his members to do his bidding. The 

measures utilised by Fiedler are designed to inspect these 

two styles of l eadership. They are called th e 'as s umed 

similari t y between opposites' (ASo) and th e 'esteem f or the 

least preferred co-worker' (LPCl To 2 · ta in the ASo score, 

which Fiedler used most in his earlier studies, he asked 

subjects to think of everyone with whom he had ever worked, 

and then to describe the person who he consid ered his 'most 

preferred co-worker' (MPC), and the person who he considered 

his least preferred co-worker (LPC). These people need not 

be people with whom the subject is working at the time, 

allowing scores to be ascertained before people commence a 

job. The scores were attained on eight point bipolar sca

les, with poles describing personality attr.ibutes for 

example: 

"Pleasant:-:-:-:-:-:-:-:-: 

8 7 6 5 4 3 2 1 

Friendly :-:-:-:-:-:-:-:-: 

8 7 6 5 4 3 2 1 

Unpl easant 

Unfriendly" 

(Fiedler in Cartwright and Zander 1968 p.363). ASo scores 

are computed by working out the distance between the MPC and 

LPC as rated on the profiles. The LPC score is one com

ponent of ASo and is obtained simply by summing the scores 

on the profile describing the LPC. 
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Having constructed these scales, Fiedler admits that "they 

have been very difficult to interpret, since they do not 

correlate with commonly used personality and attitude 

scores". (Fiedler 1972 p.459) While at first they we r e 

interpreted as being a measure of psychological distance, 

later research has shown them to be more a motivational 

measure which manifests itself in different behaviours under 

different circumstances. A person who rates his LPC 

favourably (who has a high LPC score) is primarily motivated 

to obtain recognition and reward from others. A low LPC 

leader gains his self esteem and need satisfaction from per

forming the task. "He tends to be task oriented and struc-

turing in his behaviour, and concerned with productivity 

rather than inter-personal relationships". 

Cartwright and Zander 1968 p.363) 

(Fiedler, in 

After testing, a model was devised for classifying group 

task situations and indicating the type of leader who would 

function well in each. 

Low LPC leaders perform best in groups in which they are 

either highly accepted or strongly rejected, while high LPC 

leaders perform better in groups intermediate in this 

respect. According to Fiedler, these results fit our every

day experience. "When the group backs the leader and the 

task is straightforward, the leader is expected to give 

clear directions and orders. The leader who under those 

conditions acts in a passive, non-directive manner will tend 

to lose the esteem of this group ..• 
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The considerate, human relations oriented approach see1ns 

most appropriate when the liked leader deals with a group 

engaged in a highly unstructured task such as a committee 

engaged in creati ve work or in decision making and problem 

solving tasks. Here the liked leader must be consi1erate of 

the feelin g s and opinions of his members; he must be per

missive and non-threatening. The task-oriented, low LPC 

leader is likely to be impatient to get on with the work and 

perhaps too intolerant of side comments and offbeat 

suggestions". (Fiedler, in Cartwright and Zander 1968 pp. 

372-373). 

While Fiedler has developed the plausibility of his theory a 

great deal, a number of substantial c riticisms of it still 

have not been met. There is no clear notion of what it is 

that LPC is a measure of. As we have mentioned, it was at 

first considered a measure of psychological distance, but 

later thought to be a motivational factor. In his more 

recent work Fiedler has discussed low and high LPC leaders 

variously as autocratic, control and task oriented type, and 

permissive and considerate type. "Fiedler describes the 

high LPC individual as 'relationship oriented' and the low 

LPC individual as being 'task oriented'. The theoretical 

orientation is derived from need theory and the behaviour is 

predicted on the basis of need satisfactions. If this is 

the case, then tests which demonstrate the relationship bet

ween individuals' need structures and LPC scores is 
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warranted. Although Fiedler never performed this test, he 

does note that several studies suggest that this assumption 

is true. Given the fact that this is such a crucial element 

of the theory, much more conclusive evidence is needed 

before this relationship can be accepted". 

p.700) 

McMaho n summa c ises his criticisms: 

(McMahon 1972 

"l. The LPC construct lacks explanatory power 

2. The validity and reliability of the measure is 

questionabl e 

3. Research presented on LPC offers conclusions which are 

contr~ry to the assumptions of Fiedler 

4. LPC is supposed to measure need structure, but there is 

a lack of studies testing this point". (McMahon 1972 

p .70 2) 

Others have observe ·1; "the fact that there is such a marked 

technological impact on the structure of management leads 

one to believe that th e technology of an industry is an 

essential influence in structuring management, and also, at 

lea s ·t by influence, the functions and character of 

supervision". (Dubin et al. 1965 p. : 2) This suggests that 

task structure is a primary variable, whereas Fiedler's 

model assigns it only a secondary place. 
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In recent years, Fiedler has suggested that the leadership 

styles measured by LPC sources are closely related to con

sideration and initiating structure~ however a weight of 

recent evidence has deni e d this contention and some has 

indicated it to be false. 

Although Fiedler repeatedly claims LPC to be "a relatively 

stable measure of personality," authors show that the 

research that has approached this question does not support 

his conjecture (Cummins 1972). Stinson and Tracey suggest 

that "the apparent instability of LPC scores may result from 

a change in the reference person (the least preferred co

worker), or it may be the result of an educational 

experience which influences such attitudes. In addition, 

leadership style of supervisors does not correspond to 

subordinate observation of leadership as reported on the 

LBDQ." (Stinson and Tracey 1974 p.484) 

Kerr and Harlan asked "to what extent is situational 

favourableness affected by training and experience?" (Kerr 

and Harlan 1973 p.114) It is apparent that Fiedler's theory 

has moved ground on this question at least once. A second 

question is "is leader experience and training an important 

additional variable to the contingency model?" (Kerr and 

Harlan 1973 p.115) Fiedler at different times suggests both 

the affirmative and negative answer to this question. Kerr 

and Harlan wonder if it is "reasonable to assume that 

leadership training and experience will produce no change in 

LPC scores?" (Kerr and Harlan 1973 p.116) 
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Finally, Kerr and Harlan point out the need for some co ncern 

with the type, as we ll as the extent of training. They 

deplor ·· Fiedler' s pr act i ce of lumping human relations 

approaches to training with "the more orthodox type of 

approach which is concerned with providin~ the lead e r o r 

manager with the more technical and administrative sk ills". 

(Fiedler 1972 n .115) 

LEADERSHIP IN TERMS OF GROUP FUNCTION 

It would be false to claim to have in any way reviewed the 

literature of leadership having only covered two rather 

narrow schools. Unfortunately though much of th e r e st of 

the leadership literature is enormously diverse in it s 

background, the way it approaches leadershi? , and the 

conclusions it draws. There follow some of the sorts of 

contributions that the "human relations" ap~ roach t o 

leadership offers. 

very broad sense). 

(The term "human relations" is used in a 

In 1951 Carter et al. observed that there were no detailed 

descriptions of the actual behaviour of group members 

obtained in such a fashion as to allow definitive statements 

regarding the activities of one me mber relative to those of 

other members, and so they set out to provide this infor

mation. When their data were analysed only two categories 

emerged which consistently showed a significantly different 

level of activity between leaders and other group members: 
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"diagnoses situation makes interpretation" and "gives infor

mation on how to carry out action". 

A number of other categories were also prominent, althou g h 

not achieving statistical significance. These we re 

"proposes course of action to others", "initiates action 

towards problem solving which is continued or followed", 

"gets insight" and "integrates group behav~our". 

"These categories, along with the two previously menti o ne d, 

definitely imply that leaders are characteri s tically con

cerned with 

(a) getting insight or analysing the situation, and 

(b) with initiating the action required". 

(Carter et al. 1951 p.591) In some cases, th e leaders' be ha -

viour seemed determined by the task and the group. 

The authors also observe some interesting differences bet

ween leaders who were appointed, and those who were allowed 

to emerge within the group without any official appointment. 

"It appears that in the appointed situation, the leader may 

perceive his role as that of a co-ordinator of activity, or 

as an agent through which the group can accomplish its goal. 

In the emergent group, on the other hand, the person who 

becomes the leader may take over the leadership by energetic 

action and by trying to get the other members to accept his 

leadership". (Carter et al. 1951 p.591) 
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Various authors have suggested a list of g~oup functions 

which the leader, or the leadership, must perform in a 

group. In few cases have these been based on such an 

empirical study as that of the l ast group of authors. But 

they ~ re based on a great wealth of experience by group par

ticipants. 

Different authors opt for slightly different lists, but the 

kind of functions generally agreed to constitute 

'leadership ' functions are: 

Initiation - originating and facilitating new ideas and 

practices, 

Membership - ensuring one's contin ued membership of the 

group, 

Representation - relating on behalf of the group to outside 

individuals and groups, 

Organisation - structuring one's own work and that of 

others, 

Integration - conflict resolution and atmosphere management, 

Internal Information Management - facilitating and 

controlling information exchange, 

Gate-keeping - filtering and managing information entering 

and leaving the group, 



Rewards - evaluation and expressions of approval or 

disapproval of members, 

Production - managin~ the group in achiev jn g tasks. 

(Summarized from Burgoon et al. 1974 pp. 147-148) 
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In addition to thi £ cla s sification of the functions of 

leadership, lea0 e rs themselves can be classified according 

to their 'style'. This classification uses an 'ideal type' 

approach, and again there is some dispute about details 

surrounding each of the types. 

A bureaucratic leader is impersonal and rule-orientated: 

communication with other group members is infrequent and 

impersonal. 

An autocratic leader i s motivated by the need for power and 

prestige. Characteristically the leader determines all 

policy, and attempts to control all information. 

A diplomatic leader seeks leadership for personal gain and 

recognition, but often creates an illusion of participation 

or democracy. 

The democratic leader works hard to maintain membership 

functions, accepting leadership positions because of a desire 

to serve the group. 

The laisse-faire leader. This style is more a non-leader 

style. There is complete freedom for group or individual 



decision with a minimum of leader participation. 

(Summarised from Purgoon et al. 1974 pp. 150-152) 
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These leadership styles are perhaps more sociological than 

psychological. They may be more useful for categorizing 

than for continuing scientific investigation in the psycho

logical sphere. 

LEADERSHIP IN TERMS OF SITUATIONAL VARIABLES 

Another group of studies is concerned, to a large extent, 

with things that at least the Fleishman and Fiedler schools 

have called "situational variables". 

Group size was studied by Hemphill (1950), who examined the 

relationship between group size and leadership in a group of 

"superior" leaders. Hemphill concluded, f irst ly that "as 

the group becomes larger, demands upon the leader's role 

become greater and more numerous". (Hemphill 1950 p.21) As 

a second conclusion, Hemphill suggested that as a group 

increases in size, tolerance for leader-centred direction of 

group activity becomes greater. 

In 1969 Skinner undertook to examine "relationships between 

leadership behaviour patterns and organisational situational 

variables". She examined the form and degree of rela

tionsh ips between 'consideration' and 'structure' (as 

measured by SBDQ and LOQ) and three organisational criteria 

(turnover, grievance rates and supervisory ratings), as well 

as three situational variables (department size, working 
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conditions, and employee skill). In accord with ea r ier 

findings she noted a very definite curvil inear relat Jnship 

between SBDQ 'consideration' and 'structure ', and gr evances 

and turnover. In particular, she noted that a 

'consideration' score of above 66 does not appreci a oly 

in f luence turnover, whereas below that val~e there is a 

clear relationship between high 'consideration' and low 

grievances and turnover rates. Skinner also observed after 

a replication of her first study in a different situation, 

that although the background data for foreman in both 

situations was comparable, the results were not. This 

suggested that company and other situational influences are 

important and ought to be investigated further. 

Although there was a time, perhaps in the 1940's, when the 

criticism was valid that insufficient atte11tion had been 

paid to style, structure and setting in studying leadership, 

the contention of Hollander (1971) is that these institu

tional variables have tended to become something of a 'band

wagon' in the research since then. He and others, (e.g. 

MacLennan 1975) have ~ecently been concerned to emphasise 

the proper value of the personal qualities of leaders. 

LEADERSHIP RELATED TO SOME ISOLATED VARIABLES 

Some other authors have not attempted to establish broad and 

comprehensive approaches to leadership. Instead they have 

specialised in a circumscript area, which may nevertheless 

be important as part of an overall approach to leadership. 
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Probably chief among these areas is non-verbal com

munication. Black's examination found "th2t differen ~ s in 

judgement may be the result of non-verbal comrnunicati n and 

suggested that non-verbal cues should be regarded as 

essential". Gitter et al. said that thes 0 results were of 

questionable "generalizability" but they certainly were 

suggestive (1975). Another study conducted by Stein in 1975 

produced results quite consistent with these general conclu

sions after presenting subjects with group meeting records 

containing only verbal, only non-verbal, or both t ypes of 

behaviour. After his study, Stein suggested that "why an 

individual has emerged to fulfil a leadership role in a 

group be studied from the point of view of group members 

selecting leaders or permitting emergence rathec than of 

leaders emit ting behaviours". (Stein 1975 p.125) 

In 1969 Mehrabian undertook to survey the literature 

relating to "the significance of posture and position in the 

communication of attitude and status relationships". He 

found more studies which discussed the functions of posture 

and position variables relative to the communicator's atti

tude than those of posture and position variables relative 

to the status of communicator and addressee. Important 

variables generally agreed upon were physical distance bet

ween the two people, eye contact , the orien~ation of the 

communicator's body (i.e. the direction of his physical 

approach to the addressee), the use of the ~ arms - akimbo ' 
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position, and the relaxation of the trunk. All these ac

tors acted as important indicators of the communicator s 

attitude towards the addressee. Along with these vari ibles, 

the degree of arm openess of female commun i cators, anJ the 

degree of asymmetry in the arrangement of arms and legs in 

communicators have all been found, or hypothesized, to be 

associated with status relationships between the com

municator and th e addressee. 

In discussion groups, research has found that quite minor 

artificial reward systems can have a signi f icant impact on 

the behaviour of leaders and other group me mbers. Nydegger 

remarks that the leader in such groups "appears to func

tion in some way to mainta in a favourable balance between 

rewards and cost." (Nydegger 1975 p.366) 

Obviously appropriate would be some mention of female 

leadership. Unfortunately all the writing this author 

reviewed on the subject concerned the female leader who 

attempts to achieve leadership position in a large male

oriented organisation. Apart from this, it suffers from 

being couched in rather general and vague terms which are 

unhelpful. For example Chapman and Luthans conclude that 

their article "suggests that female leadership research 

shows there is probably no significant difference between 

male and female leadership styles but that there is a dif

ference in leadership behaviours". (Chapman and Luthans 

1975 p.173) Unfortunately Chapman and Luthans omit to ade-
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quately distinguish between leadership styles and lead• ~ship 

behaviours in their article. 

A SYNTHESIS OF LEADERSHIP THEORY 

In the previous sections of this review it has become 

apparent that no general theory of leadership exists that 

can be considered adequate. The areas in which general 

theorists fail to reconcile studies and generate consistent 

theoretical notions seem adequately explained by adopting 

concepts from the approach of the following author, who suc

ceeded in generating what Maddi (1972) calls a "comparative 

analysis". Useful themes, concepts, ideas, hypotheses, pro

positions and facts from many pieces of research and 

theorizing are all combined in an intelligent synthesis 

which is presented in the 1974 work of W.E. Halal. 

After reviewing existing theories, Halal proposed to over

come their limitations by suggesting a model based on three 

criteria "leadership style is the type of working rela

tionship between subordinates and superior; and task tech

nology is the type of ·work which subordinates perform; and 

subordinate motivation is the type of interests and values 

which characterise subordinate perceptions and behaviour". 

(Halal 1974 p.403) Few authors have included all three of 

these criteria in their theorizing. 

Halal defines leadership effectiveness as the optimum func

tioning of the social system which is formed by subordinates 
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performing tasks under the direction of a superior. 

Subordinate job satisfaction and performance are the er -

teria of effect i veness, and therefore the dependent 

variables in the framework. 

When the development of all three of these variables is in a 

similar state, a relatively stable leadership situat ion 

exists: its crudest system may be an 'autocracy', or at suc

cessive levels of sophistication 'bureaucracy', 'human 

relations', 'participation' and 'autonomy'. Halal develops 

'ideal - types' of each of these leadership systems which 

are derived by collecting different cases of leadership 

style, task technology and subordinate motivation. They 

form, in Halal's contention, the outline for a general 

theory. It is possible to develop a continuum for each of 

these three dimensions, on which each of the above five 

systems fall. (See Figure I). 
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FIGURE I DEFINITION OF DIMENSIONS 

DIRECTIVENESS 

Superior dictates 
subordinates' working 
behaviour. 

SIMPLICITY 

Tasks involve 
unskilled physical 
labour. 

LEADERSHIP STYLE 
DIMENSION 

TAS r~ TECHNOLOGY 
DIME NSION 

PERMISSIVENESS 

Superior allows 
subordinates to 
dete rmine their own 
work ing behaviour. 

Tasks involve 
complicated skill, 
abs t ract thought, 
or difficult 
jud9ement. 

SUBORDINATE MOTIVATION 
DIMENSION 

MATERIALISM 

Subordinates perceive 
and value the world 
in terms of providing 
concrete, tangible 
means of physical 
gratification and 
survival. 

IDEALISM 

Subordinates perceive 
and value the world 
in terms of fulfilling 
abstract, intellectual 
ideals of morality, 
theoretical understand
ing, and aesthetic 
appreciation. 

Figure I: Definition of dimensions of leadership. 

(Adapted from Fig. 2 in Halal 1974) 

Halal goes on to propose that "leadership effectiveness is 

positively related to congruence among the permissiveness of 

leadership style, complexity of task technology, and 

idealism of subordinate motivation "(Halal 1974 p.409) 

'Congruence' indicates that the level of sophistication on 

each dimension is similar; there is a tendency towards this 

congruence. 
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Difficulties arose in the writings of both Fleishman and 

Fiedler, and their schools, because they neglected one or 

other of these variables in their attempt at explanation. 

The application of these propositions allows a new 

understanding of their difficulties, altho11gh lack of space 

prevents a detailing of the difficulties and their solutions 

here. 

When an imbalance exists between the levels of the three 

crucial variables - a lack of congruence - half a dozen 

distinct types of conflict occur; the type of conflict 

depends on the nature of the incongruence. For example, 

with permissive leadership style and simple task technol ogy 

goes anarchy; with directive leadership and complex tech

nology goes inhibition. (See Figure II) 



FIGURE II 

Permissive 

Leadership 

Directive 

Permissive 

Leadership 

Directive 

Complex 

Technology 

Simple 

3 5. 

Motivat ion 
Materialistic Idealistic 

Incongruence Congruence 
Anomie 

Congruence Incongruence 
OEEression 

Technology 
Simple Complex 

Incongruence Congruence 
Anarchy 

Congruence Incongruence 
Inhibition 

Motivation 
Materialistic Idealistic 

Incongruence Congruence 
Frustration 

Congruence Incongruence 
Alienation 

. 

Figure II: Possible modes of incongruence in Halal's model 

of leadership. (Adapted; Fig. 3 in Halal 1974) 

Halal's propositions describe states of equilibrium which 

social systems composed of a superior and subordinates tend 

to maintain. "It is a condition in which leadership, tech-

nology, and motivation are congruent and, as a result, per-
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formance and satisfaction are high". {Halal 1974 p.412) Of 

course not all systems will tend to approach their perfec

tion very quickly, for any number of reasons, but those 

which do not tend to congruence will have much more dif

ficulty in justifying and maintaining their existence. 

(March and Simon 1958) 

Using Maslow's notion that people move towards what are here 

called more idealistic motivations, Halal proposes the 

obvious corollary, namely that all three of these dimensions 

in the long term tend towards their more sophisticated 

extreme. 

"But there are several limitations to this theory which 

should be recognised. The particular concEpts embodied 

within the three independent variables of leadership, tech

nology and motivation may not encompass other important 

determinants of leadership effectiveness. Other variables, 

such as the charismatic qualities of the leader, organisa

tional structure, identification of subordinates with the 

goals of the organisation, characteristic abilities and 

aptitudes of subordinates, cultural differences, etc. are 

probably also important determinants of leadership ef fec

tiveness. Also, the theory does not specify how maximum 

levels of effectiveness vary along the three dimensions (or 

among the five models). All of the above limitations 

obviously restrict the generality of the theory". 

1974 p.414) 

(Halal 
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In spite of this criticism which Halal levels at his own 

theory, it does serve as a useful, intelligent and, in the 

present author's opinion, thoroughly acceptable synthesis of 

a field which has been marred by a seemingly unrelated, 

contradictory and bewildering morass of co icepts, ideas, 

theories, hypotheses, and items of scientific research. It 

provides us with a model which is useful i~ discussing 

leadership at almost any level, from the most simple to the 

most complex, from the largest scale to the smallest, and 

from the most formal to the most creatively flexible 

situations. 

A similar basic approach as been adopted recently by Hersey 

and Blanchard (1977). They apply their analysis to the 

narrower field (than leadership) of management: this dimi

nishes Halal's emphasis on task technology as a crucial 

variable, and allows leadership effectiveness to be used as 

a criteria. 

Just as changes are necessary when applying leadership 

theory in management, the setting of leadership in schools 

also qualifies some important factors. Although much work 

has explored leadership in management or work situations 

(Blake and Mouton 1964, Fiedler and Cherners 1974, Fleishman 

1953, Fleishman and Peters 1962, Spector et al. 1960), rela

tively little has examined it in the school situation 

(Czartoryski 1974, Galfo 1975, Jensen 1975, Morrison 1974). 
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LEADERSHIP IN THE SCHOOL SITUATION 

Much has been written and discussed in educational circles 

that bears specifically on the life of school pupils~ but 

leadership appe ar s to be a ne gle cted topic. However one 

major, recent a nd local study has been conduc ted which devo- . 

tes some consideration to the topic. The work, based on 

research conducted in New Zealand in 1976, focuses on the 

'Realities of Curricula'. (Campbell 1978) Data was 

collected from a questionnaire administered to a national 

sample of teachers and pupils in state secondary schools, 

and from group interviews of members of the samples. 

Sampled groups included staff and pupils from co

educational, boys and girls schools of large (825+), medi um 

(325-824) and small (-325) size. A total cf 635 teachers 

and 1883 pupils completed the questionnaire. 

While many of the issues discussed are outside the scope of 

the present work, Campbell's sections on the involvement of 

pupils and recog n ition of individual differences contain 

many significant points bearing on leadership. Her work 

shows that all groups acknowledge a large gap between the 

ideal and the real situation of pupil involvement, democra

tic classroom leadership and encouragement of group work. 

Her data on choice of activities and the making of rules 

shows that all levels of teachers have by far the dominant 

role in these activities. The gap perceived between the 
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ideal and its practice is greatest at fourth and fifth form 

level, but is significant throughout the whole school 

-inc luding among staff. 

There was some t e ndency for the seventh fo~m pupils 

"throughout this study to be the most conservative and clo

sest in their values to the teachers" (Campbell 1978 p.43) 

"In th c.· opinion of those who are just completing their 

secondary education, pupils have almost no say in decisions 

on curriculum content, teaching methods, assessment methods 

and forms of reporting to parents. There is some involve

ment of school councils in formulating aims and rules, but, 

again, the modal response is 'no involvement'. On the other 

hand, the dominant view is that all pupils should be 

involved in matters of aims, curriculum content, teaching 

methods and rules, and this view receives strong support 

too, in matters of assessment and reporting. The con

sultations that do occur are frequently described by the 

students as token ones". (Campbell 1978 pp. 43-44) 

After citing statistieal evidence showing that teachers 

believe the actual is only slightly nearer the ideal than 

the pupils do, Campbell concludes "when we consider items of 

this kind, it becomes clear that chasms hav~ developed among 

intentions, commitments and practices". (Campbell 1978 p.48) 

"There is no suggestion in the official publ.ications that 

teachers should abdicate their traditional leadership roles, 
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and retreat into a resource one; rather, ~he intention is 

that they would retain the initiative but provide oppor

tunities for pupils to become muc h more i nvolved in the 

learning experiences as well as in decisio n making. The 

critic?· items, then, are ones in which t eachers are doing 

things with, rather than to or f or, pupils". 

1969 p.11) 

(N.Z.P.P.T.A. 

The kind of literature that is most likely to have been read 

by teachers (or pupils) about leadership is often not the 

sort of material alluded to so far. It is more commonly the 

type of "study" in which reputable individuals offer their 

ideas and feelings about the subject. Almost any popular 

magazine presents simple examples of this type of article, 

(e.g. Eisenhower 1965) which may be particularly useful to 

teachers, who do have extensive opportunities to study such 

fields as leade r ship in depth. It should ~e noted that 

Stogdill concludes his important review of the literature 

saying; "The most fruitful studies, from t he point of view 

of understanding leadership, have been those in which 

leadership behaviour -was described and analysed on the basis 

of direct observation or analysis of biographical case 

history data". (Stogdill 1948 p. 64) 

The kind of model of leadership which has most credence in 

the school environment has to do almost entirely with the 

personal qualities of an individual leader. Increasingly it 

is accepted that senior pupils need opportunities to have 
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differences emerge in many areas of school and social life. 

"It is widely accepted that sixth and seventh formers need 

opportunities to take initiatives and accept responsibility 

of their own choice, and time for discussion and argument on 

issues which range much wider than the normal subjects of 

the school curriculum, in short, they need t o be treated 

more like students and less like pupils." (Renwick 1974 

p.245-246) But the New Zealand Post-Primary Teachers' 

Association observed "teachers are often doubtful about 

their function in a classroom which gives children increased 

opportunities to participate in their own education". 

(N.Z.P.P.T.A. 1969 p.14) The P.P.T.A. admits that "children 

can grow in desirable ways even though their behaviour is 

not dictated by authority". (ibid. ) 

While the principle s are there, often the reality is quite 

different, if understandably so. "Recognition of individual 

differences among pupils is still largely notional and while 

this is frustrating it is understandable. The teacher is 

given a large class of pupils, and a heavy teaching load for 

which a great deal of .preparation is needed. With one but 

not the other - that is, large classes but plenty of pre

paration time, or little preparation time but small classes 

- we could probably manage. But we are often in the unhappy 

situation of having both together. Under these circumstan

ces, we are being told to take account of individual dif

ferences, and we know that we should be doing this". (A 

teacher - reported in Campbell 1978 p.47) 
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The result of all this is that teachers are hampered in 

developing a more sophisticated understanding of or approach 

to the developmeut of leadershLp by many factors; among them 

are the teachers own heavy workload, the teachers past 

experience, the absence of suitable direction, or 

leadership, or in-service traini n g from those in a position 

to offer it, and nn all round suggestion (from parents and 

the business community alike) that their fundamental respon

sibility is in the academic area. The shortage of easily 

read, clear, well developed and scientific data on 

leadership is no doubt also to blame. 



Chapter 3 AIM OF THE RESEARCH 

INTRODUCTION 

A plan was devised whereby a change-agent (the present 

author) would be introduced into a secondary school, with 

the aim of facilitating some development in the leadership 

of the school. It was hoped to influence both the practices 

and attitudes of pupils and even of the school staff. 

It was planned that work should be in the first place 

directly with the prefects in the school. This group is a 

vital influence in affecting the tone, and, it was supposed, 

the leadership initiative of others in the school. Although 

the prefects were the centre of the project, it was envi

saged that work begun at their level would have reper

cussions throughout the school. 

Throughout the literature review it has been apparent that 

the work of psychologists is still far from providing deci

sive parameters to, or well defined relationships between 

variables within, the field of leadership. On the contrary, 

even a consensus as to what the important variables are has 

yet to be achieved. Even Halal's work serves more to pro

pose a synthesis of the work to date and suggest new 

hypotheses, than to state a widely accepted thesis. 

Accepting this present state of knowledge this study was 
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more concerned to recognise important variables than to 

explore hypotheses about the precise relat i onships between 

them. 

Complex leadership relationships exist in nany places in 

schools. The principal acts as leade t in Le lation to staff, 

the prefects act as leaders towards the junior levels of the 

school, their fellow seniors, and to some extent towards 

each other. In addit i on a change-agent acts in some ways as 

a leader in his relationships with the principal, the staff, 

prefects and the seniors. 'Leader' does not denote one per-

son in the school situation, or even one role, but it refers 

to any one of several diffe rent individuals or groups, 

depending on the specific population being discussed. 

Throughout the whole project it was clearly recognised that 

this programme could be considered in a number of different 

ways. In the first place it could be considered simply as a 

classical psychological experiment with pre and post tests 

and control groups, and with a course of 'qoal 

clarification' and 'human relations exerci~es' constituting 

the independent variable. Or the study might be considered 

more in the nature of an anthropological investigation with 

an observer coming in from outside and watching what was 

'really' happening in the school (which is considered to be 

a 'sub-cultural' group). A third approach, which probably 

lies somewhere between the previous two as a theoretical 

approach, and nearer to the truth as a model of what 

actually happeneo, is one advocated by Warr. (1971) 
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In its purest form it proposes a team of social scientists 

which is split so that some members of the team become inti

mately invo l ved in the social situation which the y are 

attempting to analyse and influence, while other members of 

the team remain quite detached from it. The team meets 

regularly to discuss and analyse what seems to be happening . . 

In this way the close involvement of those who are in the 

situation may be capitalised on, along with the mo re objec

tive outside interest of other members of the t e a m. In the 

present case this outside support was sup? lied both by the 

author's course supervisor at Massey, and by a secondary 

school teacher who has an extensive background in pro

fessional education. 

AIMS 

The primary aim of the present undertaking was to improve 

leadership in a school. 

Stemming from t is, the secondary aims were to: 

(i) develop a strategy for improving leadership in the 

school; 

(ii) study the effects of the strategy as it was 

implemented; 

(iii) propose, on the basis of the experience, recommen

dations for future work in the area. 
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These aims did not however, stand isolated from the aims and 

motivations of the change-agent, the princ i pal, or others 

involved with the undertaking. Although e ,reryone's aims 

often coincided, scope existed for conflicts of i n terest, 

some of which did emerge and had to be resolved. 

Particularly important were the m1tives of the ch a nge-agent 

and of the school principal, who by merit o f her r es pon

sibility and authority was the official leader oE t h e 

school, and under whose jurisdiction any work wa s (rightly) 

conducted. The change-agent's primary concern was that fo r 

the schools involved, the experience of having a psycholo

gist working with them should not be a bad experience. 

Schools are institutions which are greatly influence d by 

tradition, and in some cases are slow to accept new ideas o r 

experiment with changes. The feedback that the school 

receives about its performance is given over a long time 

span, and because of this, use of traditional method s does 

have benefits, especially where a school can see that the 

methods employed in the past have to a fair extent produced 

good results. 

Using people with particular expertise in one field who are 

not part of the regular school staff is something of an 

innovation for schools. Though it is one which might fruit

fully be adopted by a number of schools, staff are apt to be 

very sensitive about "outsiders" coming in and becoming clo

sely involved with them in the running of the school. 



47. 

The change-agent was concerned that if the school's exper

tise of him suggested that psychologists were people to be 

wary of, whatever results may have been produced for his own 

benefit, the growth of the school could be impaired. 

The change-agent sought to become involved in a constructive 

way in the school by encouraging pupils to establis h and 

cla r ify their own goals. This desire was also expressed in 

the area of human-relations, because it is here that schools 

have the opportunity to make a huge contribution to the 

experience of pupils - an opportunity that is too often not 

taken up fully. 

High on the principal' s list of priori ties (if not at the 

top} came her dt!Sire to see the pupils benefit to the full 

from the academic and other pursuits of the school. She was 

also concerned to see the school running with a minimum of 

fuss, confusion and disruption. The principal was prepared 

to tolerate a certain amount of experimentation, and willing 

to allow the change-agent to attempt some creative changes, 

and to examine the resu l ts these produced. 

As is apparent from a look at all these aims, there were 

many potential causes for conflict or controversy. Some of 

these occurred within the change-agent when it was not 

always apparen_t which of his aims should be pursued at a 

particular moment. Others occurred between him and the 

principal, when some aim being pursued by one was in 

conflict with the other's. And no doubt the principal her-
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self suffered some concern on occasions in trying to 

establish priority in her own mind. In spite of the many 

potential conflicts that might have arisen we were able to 

work out differences that arose with an ease and goodwill 

which was impressive, and for which the change-agent was, 

and is, most grateful. 

HYPOTHESES 

In light of: examination of the literature, knowledge of the 

characteristics of the subjects and the school situation, 

the range o f instruments available, and practical issues 

facing the change-agent, tentative hypotheses were proposed. 

Within the general framework of this exploratory study these 

hypotheses guide the content of the research towards 

fulfillment of the primary and secondary ~ims. 

Null Hypothesis (Ho. 1) 'That there will be no significant 

difference between the movement of school groups (prefects 

and seniors) on various measures of leadership attitudes'. 

If Ho.
1 

is rejected, then one or more of the following may be 

accepted: 

(i) a difference between seniors and prefects indicates 

that the experience of being a prefect will affect 

various measures of leadership attitude change; 

(ii) a difference between trained and untrained prefects 

indicates that training will affect various measures 

of leadership attitude change; 
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(iii) a di f ference between senior pupils in "prefect

structured" schools and "council-structured" 

schools indicates that the school leadership struc

ture affects various measures of leau e rship atti

tude change. 

If the groups being tested are represen ~ea as: 

School 1 School 2 School 3 

Prefects A B c 

Seniors D E F 

then the hypothesis may be represented mo re simply . 

Hol proposes no relationships between the pre and post tes t 

differences of A and/or B, and/or C, and/or D, and/or E, 

and/or F. 

If rejected the a lternatives are: 

(i) A + B + C differences f D + E + F differences 

(ii) A difference * B + C differences 

(iii) A + D + B + E differences F C + F differences 

Two subsiduary hypotheses were also considered: 

Ho2 'That there is no relationship between initial LEAD 

score and subsequent score after one year's experience of 

senior schooling'. 
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If Ho is rejected then one or more of the following may be 

accepted: 

(i) a positive correlation between initial score and 

change in score indicates tha t good leaders improve 

more than poor leaders with school experience. 

(ii) a negative correlation between initial score and 

change in score indicates poor leaders improve more 

than good leaders with time; alternatively it indi

cates a regress ion towards the mean. (These two 

alternatives are indistinguishable). 

The s econd subsiduary hypothesis is related to Halal's 

"possible modes of incongruence" presented in Figure II. 

This model proposes six possible incongruences in the matrix 

of relations between the "motivators" of subordinates {which 

can vary between materialistic and idealistic), the level of 

sophistication of the task "technology" {which can vary bet

ween simple and complex), and the "leadership" style of the 

leader (which can vary between directive and permissive). 

The six incongruences possible (taking these criteria two at 

a time) give rise to distinctive types of conflict which 

will be experienced: these are anomie, opp~ession, anarchy, 

inhibition, frustration and alienation. Figure II shows the 

combinations of criteria states giving rise to each type of 

conflict. Note that incongruence does not establish a right 

or wrong criteria position, but merely indicates that the 
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two criteria positions held are not congruent with each 

other. Congruence may be attained by moving either or both 

incongruent criteria away from their current positions. 

Ho3 'That no pattern of conflicts emerges from prefects 

report s related to indicators of incongruent relationships 

between task "technology", subordinate "motivators" and 

"leadership" style. 

If Ho is rejected then one or more of the following may be 

accepted: 

(i) expression of 'anomie' type conflict indicates 

motivators are materialistic in relation to the 

permissive leadership; 

(ii) 'oppression' indicates idealistic motivators, 

directive leadership; 

(iii) 'anarchy' indicates simple technology, permissive 

leadership; 

(iv) 'inhibition' indicates directive leadership, 

complex tech~ology; 

(v) 'frustration' indicates complex technolgy, 

materialistic motivation; 

(vi) 'alienation' indicates simple technology, 

idealistic motiviation. 



Chapter 4 METHOD 

SUBJECTS 

The subjects for the work on leadersh i p comprised a number 

of groups from three medium si z ed secondary schools, some of 

whom became more involved than others. At the centre of the 

work was a group of 12 prefects at a girls ' private s e con-

dary schvol (henceforth 'school 1 I\ 
I • Senio r pupils from 

school 1 (i.e. all the sixth and seventh f o rmers other than 

prefects) were also included in the study, as were staff -

both full time and part time teachers involved in teaching 

the seniors. To a lesser extent, and principally as control 

groups, seniors, prefects and staffs from two similar 

schools, ('schools 2 and 3') were also involved. School 3 

was of particular significance in that it cperated a 'school 

council' system - a model of leadership different from the 

prefect system operated in the other two schools. 

PROCEDURES 

Before any work was undertaken in the school some time was 

spent with a psychologist at Massey, (my supervisor), and 

with the Principal and her assistant at school 1, planning 

the approach to be adopted. It was decided not to plan all 

the change-agent's time fully, but to develop a general 

strategy with detailed tactics being introduced as the exer

cise progressed. This allowed greater flexibility to adapt 

to needs as they arose. 
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The plan began with an introduction both of the cha n~ e-agent 

personally, and of his goals and proposed activities. After 

this came s o me work with the prefects. Initially this was 

to be concerned with simply encouraging and enabling pre

fects to come to a clear understanding of the aims and func

tions of the school and of the purpose of their own role 

within it: "goal clarification". It was then hoped to be gin 

to promote discussion among the staff by presenting th e 

conclusions of the prefects' discussions to them. 

The proposed strategy then sugg e sted a course of human rela

tions training exercises among the prefects - this was a imed 

at developing in them skills which had been agreed by the 

team (psychologist, principal, assistant and change-ag e nt) 

to be leadership functions most important for prefects. 

These focused on trust, listening, discussion-leading, 

expressing feeling, influencing and workin3 with staff. 

Since N.Z.P.P.T.A. claims no need or likelthood for the 

teacher's role in management and administration to be trans

ferred to the pupils, no training in these leadership skills 

was considered appropriate. "The critical items are ones in 

which teachers are doing things with, rather than to or for 

pupilsu. (N.Z.P.P.T.A. 1969 p.11) School is seen as a 

human relations situation, not as a productive/economic 

enterprise. 

As well as this work with the prefects the change-agent was 

also to attempt to provoke development in the staff by wha-
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tever discussions and involvement he could facilitate in an 

informal way (generally through informal staff-room 

discussions). 

Towards the end of the year it was proposed that prefects 

and staff be encouraged to evaluate the year's experience and 

plan leadership functions in the school for the following 

year in the light of conclusions that they had come to about 

the desirable functions of leaders. 

INS'l'RUMENTS 

Instruments for the study were selected for their value on 

three criteria. 

1. Their value as indicators of the variables to be e xa

mined was considered. 

2. Their value was assessed in terms of the way they 

related to the study's basic aims, and motives. 

3. Consideration was given to the reputation of the 

instrument: factors like the estimates of validity, 

reliability and the standardization of the instruments 

were considered. 

1. THE LEAD QUESTIONNAIRE: 

The LEAD (Leader's Employee-orientation And Differentiation) 

questionnaire of Dore (1973) was selected because it seemed 

to best meet the challenges of these criteria: it is a 

questionnaire that is reasonably short to administer, 
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requiring only about twenty to thirty minutes for the sub

ject to complete. (This is a particular advantage in the 

school situation). It is reasonabl y simple and quite objec

tive to assess. The questionnaire gives scores on scales 

whose meaning is similar to the consideration and initiating 

structure items of other tests. 

The questionnaire was developed to provide an objective 

measure of attitudes toward methods of successful 

leadership, which would be useful in leadership training 

programmes. The successful leadership methods were iden

tified in a series of studies by the Survey Research Centre 

at the University of Michigan and consisted of employee

orientation, delegation of authority, differentiation of the 

leader's role and creation of teamwork. 

A separate scale of 30 items was constructed for each of the 

four leadership methods by item analysis of a longer experi

mental form administered to 220 college psychology students. 

The effects of human relations training on scale scores were 

determined by means of administering the instrument to an 

industrial psychology class before and after this training, 

using a general psychology class for a control. 

The repeat reliability correlations of the original scales 

ranged from 0.68 to 0.86, with a repeat reliability of the 

total score on the questionnaire of 0.85. The inter

correlations of the scales indicated that the scales measure 

. I 
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two relatively inde pendent attitudes: one involving an 

employee-orientation, a belief in the delegation of 

authority and a belief in the importance of teamwork - and 

the other involving a differentiation of the leader's role. 

An indication of the validity of the tes t was de monstrated 

by the significant correlations of all the scales with 

student's grades in an industrial psychology course in which 

the leadership methods were taught. The validity also was 

shown by the significant increase in mean total sco re for 

the students after having completed the industrial psycho

logy course, while the control group of general psychology 

students showed no significant gain. 

"The original questionnaire was later reduced from 120 items 

to a more practical length of 60 items. The E scale was 

made up of one-third items from the original ernployee

orientation scale, one-third items from the original delega

tion of authority scale, and one-third items from the origi

nal creation of teamwork scale, since these three original 

scales were highly correlated and, therefore, appeared to 

measure a single variable. The D scale retained all 30 of 

the original items from the differential role scale". (Dore 

1973 p.95) 

The questionnaire admits to its respondents that it is a 

"survey of how you feel about some different methods of 

leadership". (Introduction to LEAD Questionnaire) 

Respondents proceed to make their choices of one of each of 
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(A copy o f the questionnaire 

The answer sheets for the LEAD questionnaire are scored and 

give two independent totals. Each score fit s on a s cale 

ranging from one to thirty. People who are high o n the 

'employee-orientation' scale "tend to agree with th e 

following leadership techniques; being oriented towards your 

employees 3 S people rather than as a means of production, 

delegating authority and responsibility for decisions to the 

employees where possible, and creating an atmosph e re of 

teamwork and co-operation. If you score low on this scale, 

you agree with these methods; assigning all tasks to 

employees rather than letting them help decide assignme nts, 

making most decisions yourself, supervising closely, 

stressing rules and work standards, and focusing on indivi

dual performance and competition rather than co-operation. 

On the differentiation scale a high score means that you 

tend to agree that a leader's activi~ies are different from 

those of his employees and include explaining and discussing 

changes in the work, planning and scheduling the overall 

groups activities, training employees, explaining their job 

responsibilities, giving them feedback on good and poor per

formance, and trying out new ideas. If you score low on 

this scale, you tend to feel that a leader should stress: 

doing the same kind of activities as the employees, being a 
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high individual expert in his field, and working hard per

sonally to get a big share of the work done". (Dore 1973 

p.102) 

Briefly stated the E score is a measure of the extent to 

which a leader regards the workers ur,Jer him as people 

rather than a means of production. It resembles Fleishman's 

'consideration' factor. 

The D score is a measure of the extent to which a leader's 

function is considered by him to be different from that of 

his followers. It resembles Fleishman's 'initiating 

structure' factor. (Th e scores may be added toge th er to 

give a total LEAD score, but this is only a summary of the 

two individua l scores). 

It was expected that this questionnaire would provide a 

fairly simple and objective assessment of the attitudes 

towards leadership of each of the groups who were to be 

studied. It was applied at the beginning of the year and at 

the end. By this pre and post test it was hoped that we 

could detect any movement which occurred, as a result of: 

1. experience in the senior school; 

2. the experience of being a prefect; 

3. the training programme given to one group of prefects; 

4. the authority structure operated in one school. 
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2. THE STYLE QU ESTIONNAIRE: 

The Personal and Interpersonal Style questionnaire was 

adopted from a programme of self administered exercises for 

personal and interpersonal developme nt (Krusell et al. 

1971} This questionnaire (see Appendix 2) is a less 

sophisticate d psy c hological instrument, but it was thought 

that it might have some value. As the year progressed it 

seemed that for some groups there would be a movement 

towards perceived and ideal selves approxiwating each other 

more closely. If significant differences cccurred among 

groups in the way they moved, some conclusions might be able 

to be drawn about the effect that the groups' school 

leadership experience had had on them in this area, espe

cially when considered along with other indicators. 

The importance of subjects perceived and ideal selves can 

easily be underestimated. "The predictions made in simple 

direct self-ratings and self-reports generally have not been 

exceeded by those obtained from more psychometrically 

sophisticated personality tests, from combined test bat

teries, from clinical judges, a nd from complex statistical 

analyses". (Mischel 1968) (Also see Mischel 1971 pp.204-

207) 

3. SEMI-STRUCTURED INTERVIEWS: 

In addition to these two instruments two others were used. 

At the end of the year semi-structured interviews were con

ducted with a randomly chosen sample of the seniors' 
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teachers. These interviews were conducted with school 1 

staff on the assumption that they would be in a position to 

be aware of the state of leadership practi~es and attitudes 

in the school, and to assess any impact the p rogramme had 

made on it. 

Five main areas were explored in the interviews. Methods of 

selection of the prefects were considered to see what they 

were, how widely any procedures were understood, and what 

criteria were used to choose prefects. The way(s) prefects 

were initiated into their new roles was examined: how they 

were informed of their 'appointment', what they we re told 

about the position and their responsibilities, and how the 

rest of the school community was informed. 

The amount of guidance and/or support they were given as 

they took up their new roles was explored. Further areas 

were the way prefects function e d in their role as the year 

progressed, and the effect that having the role of prefect 

had on the girls. (See Appendix 3 for full outline) 

The semi-structured interviews were conducted with a ran

domly chosen group of school 1 teachers. One third of the 

teachers were chosen (using a random number table and a list 

of all the teachers who taught in the senior classes to 

which the prefects belonged). The five interviews were con

ducted by the change-agent, and took between 20 and 75 minu-

tes. They were held in a disused staff room which proved 

ideal for quietness, comfort and privacy. 
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The outline of the topics to be covered had been prepared in 

consultation with my supervisor at Massey , and another 

teacher (not one of those interviewed). I ~ each interview 
' 

this guideline was adhered to, although in a loose way, to 

allow the teachers a fair amount of freedom to include wha-

tever comments they wished to make, while ens uring the basic 

core of material was covered. The intervi ews were tape-

recorded and then transcribed, and so pres e rved fully for 

analysis. 

4. THE DIARY: 

The fourth investigative procedure was the use of a diary. 

This was used regularly to record observations of t he 

change-agent about facts, feelings, approaches, ideas, 

intentions and experiences of himself and others. The diary 

was selected as an instrument to cover three major gaps in 

the kind of data that would otherwise be gathered. A 

progressing record was desired since the recognition that 

developing leadership is in some ways akin to social deve-

lopment. "In order to effectively produce change in indivi

dual behaviour, some reorganisation of the social environ-

ment also seems necessary". (Fleishman 1953 p.206 See also 

his p.205) The diary would supplement questionnaire infor-

mation and help approach notions of causality - or at least 

get a view on these independent of the teachers' possible 

bias. In addition the diary would serve to detail infor-

mation about the application of each successive part of the 
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programme, <l nd record its immediat e and obvious effects, or 

at least the responses t o each exercise. 

The change-agent spent sixteen Mondays with the gro up o f 

prefects at schcol 1. These began on March 14 (when school 

had already been going for approximately s 1x weeks) and con- . 

tinued through the ye a r until September 26 , about s ix we e ks 

before the end of the school year. In the mi ddle came gaps 

for th e May and August holidays. Also about Easter time 

consecutive weeks were missed on account of Easter holiday, 

Anzac day, the prefects school exams, and Queen's birthday. 

Another day was lost to a mid-term break. 

The first three meetings were concerned with clarifying the 

aims and goals of the school and the functions of prefects 

within it. (See Appendix 4) Then came ten weeks spent 

doing various 'human-relations' type exercises aimed at 

developing different leadership skills. Towards the end of 

the year a review of what had been achieved by the prefects 

in the school year was attempted. 

The final session of the year with the prefects was in 

November, in the middle of their exams, when we met more 

informally. 
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Chapter 5 PRESENTATION OF RESULTS 

The inevitable outcome of having four distinct investigative 

procedures, is that the re are four sets of results to pre-

sen r. These will be treated in the same order in which the 

procedures (from which the data were gathered) were 

discussed in the previous chapter; firstly the statistical 

data obtained from the two questionnaires; next the data 

from the diary and lastly the interviews. 

STATISTICAL DATA FROM QUESTIONNAIRES 

Data from the LEAD questionnaire were gained from the answer 

sheets by use of a scoring template which gave, with rel a-

tive ease (if some tedium) the E and D score for each 

respondent. These scores were listed for the March and 

again for the October testing. 

For the sake of the statistical analysis, only the data from 

those respondents who filled in the questionnaire in both 

March and October were used. Very few staff members at 

schools 2 and 3 completed questionnaires, and their results 

had also to be omitted as constituting inadequate samples. 

All those who responded only once (most of whom responded in 

March and not in October) were eliminated. It was hoped 

that this process might allow us to use a statistical test 

sufficiently delicate to perceive any changes, and it was 

a ssumed that those who responded only ld b once wou e spread 

eve nly through the range . Although no statistical valida-
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tion of this assumption was made, an examination of the 

scores of those who responded only once shows that they are 

spread fairly evenly ac~oss the range of s cores elicited, 

and supports the assumption (See table I). 

TABLE I 

Q u A R T I L E One Whole 
Top M 1 d d l e Btm Resp. Group 

10.f? Btin Total Size 

Staff 1 0 3 l 1 5 19 

Prefects 1 0 0 2 0 2 12 

Prefects 2 l 0 l 0 2 9 

Prefects 3 1 0 0 0 1 8 

Seniors 1 2 2 2 1 7 37 

Seniors 2 1 l 3 4 9 35 

Seniors 3 3 2 3 2 10 40 

All groups 8 8 12 8 36 160 

Table I: Distribution of subjects who completed the LEAD 

questionnaire only once and hence were omitted. 

Note: 77.5% of those canvassed completed both pre and post 

test. 

! 
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A comparison was made between pre and post test scores o f 

groups (which might be expected to vary similarly or to 

influence each other) on each sca le of the LEAD question-

nair.e. (See tables II, III, IV and V). 

TABLE II 

-

Groups Compared Total 2 tail I Level 
I 

pretest E score Number t-test of p. * 
-- . 

Stf 1 vrs Pre 1 24 3.492 0.01 

Stf 1 vrs Sen l 44 1. 215 N.S. . 
Pre 1 vrs Sen 1 40 2.607 0.05 

Pre 2 vrs Sen 2 26 3.425 0.01 

Pre 3 vrs Sen 3 37 0.901 N.S. 

Pre 1 vrs Pre 2 17 4.275 0.001 

Pre 1 vrs Pre 3 17 4.248 0.001 

Pre 2 vrs Pre 3 14 1. 165 N.S. 

Sen 1 vrs Sen 2 49 2.336 0.05 

Sen 1 vrs Sen 3 60 0.142 N.S. 

Sen 2 vrs Sen 3 49 2.539 0.05 

Table II: Various staff, prefects and seniors groups com-

pared in terms of employee-orientation scores at pretest. 

Note: * Level of p. = level of significance. 

N.S. = not significant. 
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TABLE III 

I 

Groups compared Total 2 ta i.l Leve l 

post test E Number t-test of p. * 

Stf l vrs Pre 1 24 0.4 6 7 N,S. 

St f 1 vrs Sen 1 44 0.052 N.S. I 
Pre 1 vrs Sen 1 40 0.617 N. S . I 
Pre 2 vrs Sen 2 26 0.30 3 N,S. 

Pre 3 vrs Sen 3 37 i 0.621 N. S. 

Pre 1 vrs Pre 2 17 0.473 N.S. I 
Pre l vrs Pre 3 17 0.034 N.S. 

Pre 2 vrs Pre 3 14 0.329 N.S. 

Sen 1 vrs Sen 2 49 0.905 N.S. 

Sen 1 vrs Se n 3 60 0.288 N. S. 

Sen 2 vrs Sen 3 49 0.698 N.S. 

Table III: Various staff, prefects and seniors groups com-

pared in terms of employee-orientation scores at post test. 

Note : * Level of p . = level of significan~e. 

N.S. = not significant 
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TABLE IV 

Groups compared Total 2 tail Level 

pretest D score Number t-t'=!Sl of p. * 

Stf 1 vrs Pre 1 24 l. 559 N.S. 

Stf 1 vrs Sen 1 44 0.640 N.S. 

Pre 1 vrs Sen 1 40 l. 079 N.S. 

Pre 2 vrs Sen 2 26 0.144 N.S. 

Pre 3 vrs Sen 3 37 0.115 N.S. 

Pre 1 vrs Pre 2 17 0.300 N.S. 

Pre 1 vrs Pre 3 17 0.142 N.S. 

Pre 2 vrs Pre 3 14 0.389 N.S. 

Sen 1 vrs Sen 2 49 0.557 N.S. 

Sen l vrs Sen 3 60 l. 431 N.S. 

Sen 2 vrs Sen 3 49 0.628 N.S. 

Table IV: Various staff, prefects and seniors groups com

pared in terms of differentiation scores at pretest. 

Note: * Level of p. = level of significance. 

N.S. = not significa nt. 
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TABLE V 

Groups co .t;>ared Total 2 ta il Lev:l 
post test D Number t-test of p.* 

-

Stf 1 vrs Pre 1 24 1. 595 N.S. 

Stf 1 vrs Sen 1 44 1. 270 N.S. 

Pre 1 vrs Sen 1 40 0.711 N.S. 

Pre 2 vrs Sen 2 26 0.627 N.S. 
I 

Pre 3 vrs Sen 3 37 2.708 0.05 

Pre 1 v r s Pre 2 17 0.299 N.S. 

Pre 1 vrs Pre 3 17 0.544 N.S. 

Pre 2 vrs Pre 3 14 0.157 N.S. 

Sen 1 vrs Sen 2 49 0.418 N.S. 

Sen 1 vrs Sen 3 60 2.112 0.05 

Sen 2 vrs Sen 3 49 2.319 0.05 

Table V: Various staff, prefects and seniors groups corn-

pared in terms of differentiation scores at post test. 

Note: * Level of p. = level of significance. 

N.S = not significant. 

These comparisons show that the significant differences bet

ween pairs of groups in E scores all occur in pretest (March) 

data, whereas for D scores significant differences are all 

in the post test (October) data. Groups moved closer to one 

another in their E scores in the course of the year, but 

become more diverse in their D scores. In no case was a 

difference between two E scores significant at post test, 
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and in no case was a D score difference significant at pre 

test. This alone indicates that some movement in attitudes 

occurred in the course of the year. 

It is interesting to see just which comparisons rendered a 

statistically significant difference. Considering first th~ 

pre test E scores, table II shows that the prefects and the 

staff in school l began the year with significantly dif

ferent attitudes, even tho ug h the staff and senior pupils 

did not. School 1 prefects may have been an atypical group 

of prefects, because their attitudes on the E score were 

also significantly different from the school l senior pupils 

and the prefects at both schools 2 and 3. 

The only comparisons which did not show statistically sigr,i

ficant differences in pre test E scores were those between 

seniors 1 and staff l; between seniors 1 and seniors 3; bet

ween prefects 2 and prefects 3; and between seniors 3 and 

prefects 3. At the later testing in October, on the other 

hand, there were no significant differences between any of 

the groups on their E scores. 

This trend is reversed when we consider D scores. Here pre 

test figures show no significant differences between any two 

groups, but at post test a number of the groups had diverged 

from one another by statistically significant amounts. 

Ranking the seven groups in order from highest to lowest for 

both E and D scores, at both pre and post test, shows that 
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the year has cau sed a degree of 'sorti ng out' or ordering of 

the groups. 

TAB LE VI 

-
E Sco r e D Score 

Gr-o up Mea n Group Mean 

Pre 1 19 .1 Pre 3 16. 7 

Se n 2 18 . 5 Se n 3 16. 6 

PRETEST Sen 1 16.6 Pre 1 16.6 

(March) Se n 3 16 .5 Pre 2 16.3 

Pr e 3 15.6 Sen 2 16 . 1 

St f 1 15. 5 Sen 1 15. 7 

Pl'."e 2 14. 3 Stf 1 15.1 

Sen 2 15.0 Pre 3 16. l 

Pre 2 14.7 Pre 2 16.0 

PRETEST Sen 3 14. 7 Pre 1 15.7 

(October) Sen 1 14.5 Sen 2 15.4 

Stf 1 14.5 Sen 1 15.2 

Pre 3 14.1 Stf 1 14.3 

Pre l 14.1 Sen 3 14.1 

-

Table VI: Staff, prefects and senior groups ranked 

according to mean employee-orientation {E) and differen

tiation (D) scores, at both pre and post tests. 

·-

I 

I 
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With E scores the tendency is towards ordering of groups 

into their school classification with senior pupils higher 

than their prefects. This is all the more interest ing on 

account of the absence of statistically significant dif

ferences between any consecutive pair of the groups. 

With D scores an order is to a fair exten~ established at 

the beginning of the year, with most of t•e prefect groups 

at one end and the senors (and staff) at the other. This 

order is even more distinctly apparent in October, and the 

one offending group in March (school 3 seniors) is now 

clearly established at the other end of the scores from the 

school 3 prefects. 

The absolute difference between the overal ~ mean for pre

fects and the overall mean for seniors is greater at the end 

of the year than at the beginning for both E scores (0.36 

pre test, 0.40 post test) and for D scores (0.42 pre test, 

1.11 post test). This increase supports the effect noted i n 

Table VI. 

A statistical analysis was made of the differences in each 

group between pre ana · post test scores for both E and D. 

These data are presented in Table VII. The table shows the 

mean movement of each group's score between the testings, 

along with the standard deviation of this increase/decrease, 

and where there was one, the level of significance attri

buted to the increase/decrease when analysed using a t-test. 

On the E scale prefects 1, seniors 1, seniors 2 and seniors 

3 all moved significantly; on the D scale ho~ever, signifi

cant movement occurred only in school 3 seniors. 
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TABLE VII 

E Score D Score 

SCHOC'L 1 Mean -1.0( 1) Mean -0. 9 
S t aff (n=l4)(3) s.o . 2.99 s.o . 3 . 68 

N.S.( 2) N. S . 

- . --
Mean -5.0 M"'an -0. 9 

Prefects (n=lO) S.D . 2.0 S.D . 3.14 
p. 0 . 001 N. S . 

---
Mean -2 .1 Mean -0. 5 

Seniors (n=30) S . D. 3.37 s.o . 3.09 
p. 0.01 N. S . 

SCHOOL 2 Mean +0.4 Mean -0.3 
Prefects {n=7) s . o. 3.60 s . o. 4. 31 

N. S. N. S . 

Mean -3.5 Mean -0.7 
Seniors (n=l9) s . o. 3.1 2 s . o. 3.46 

p . 0.001 N. S . 

SCHOOL 3 Mea n -1. 4 Mean -0.6 
Prefects (n=7) s .o. 4.1 6 S . D. 1. 62 

N. S . N. S . 

Mean -1. 8 Mean -2 . 5 
Seniors (n=30) S . D. 3.12 s . o. 3 .7 2 

p. 0.01 p. 0 . 001 

Table VII: Mean increase , standard deviation , and level of 
significance of change (t-test), for each group's E and D 
scores. 

Note: {1) Positive mean difference indicates post test 
score exceeded pre test score (mean sco re 
increased ). 

{2) Figures are respectively: mean, standard 
deviation , significance level . 

(3) n = number of subjects in group. 
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Finally in this section, the correlation between the magni

tude of each individual's original (pre test) score and the 

extent it moved in the course of the year is presented. 

There was found to be a high correlation between the size of 

the original score and the size of decrease (r = 0.81 for E 

scores, and r = 0.80 for D's). 

Locati~g prefects from school 1 shows their atypical distri

bution in relation to the whole po~ulation, particularly in 

terms of their E scores. (See Tables VIII and IX). 
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TABLE VIII 

y 

8 
Correlation 

6 1 1 Coef Eicient: -0.81 
l Total Number: 117 

4 2 
l l l l 

2 l 2 1 2 l 2 
1 1 1 

0 4 4 4 2 
l l 2 3 3 1 1 

-2 1 l 5 4 2 2- l 
3 2 3 3- 2 

-4 1 3= 2 3 3 3 1- 1 
l 1 2-

-6 1 1 3= 1 
l 1 1 2 

-8 1 1- l 2 1-
2 1 

-10 
x 

8 10. 12. 14. 16. 18. 20. 22. 24. 

X axis = March E score (pretest) 

Y axis = Change in scores between testing 

(October E - March E) 

Table VIII: Pretest E score plotted against change in score 

for all subjects. 

Note: Number shows individuals falling at that co-ordinate. 

Dashes following digit indicate prefects at school 1. 
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TABLE IX 

y 

8 1 Cor r elat i on 
1- Coefficient : - 0.80 

6 1 Total Number : 117 
l 

4 1 l 2 l 
l 4 1 l 

2 1 l 2 4 .1 
3 l 1 l 2 

0 l l 2- 2 3 4-
1 2 3 4- 4 3-

-2 1 1 3 7= 1- 1 
1 3 2 2- 3 

-4 2 
.., 
L l l 1 

1 1 2- 2 l 1 
-6 l 3 3 

2 l 
-8 1 l l 

1 
-10 

x 

8 10. 12. 14. 16. 18 . 20 . 22. 24 . 

X axis = March D score (pretest) 

Y axis = Change in score between testing 

(October D - March D) 

Table IX: Pretest D score plotted against change in score 

for all subjects. 

Note: Number shows individuals falling at that co-ordinate. 

Dashes following digit indicate prefects at school 1. 

Unfortunately the use of the questionnaire of Personal and 

Inter-Personal Style was not decided on early enough in the 

programme to allow anyone other than the prefects at school 

1 to be given it early in the year. The instrument was 
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applied to all the groups in all schools at the end of the 

year. As it turned out individual differences in response 

style, to which this measure proved particularly suscep

tible, disguised any differences which might otherw ise have 

been picked up by it. Consequently the instrument was not 

of any measurable value to this study, dlthough that it had 

some effects on the subjects remains a possibility. 

Subjects may have gained insights into themselves from using 

the questionnaire, and such an eventuality would be 

indistinguishable from other development shown in the diary . 

INTERVIEWS WITH STAFF MEMBERS 

The third investigative procedure from which results were 

collected was the interviews with staff ffii=mbers. These, 

transcribed, contain a wealth of data which, like the diary, 

is very difficult to summarize and interpret. They did 

reveal the following points, which came as responses to the 

list of areas covered on the interview outline sheet. 

Appendix 3). 

(See 

It was apparent that even staff who were heavily involved 

with senior classes were not clear on how prefects were 

selected. By amalgamating pieces of the stories it seemed 

that sixth formers, at the beginning of the year, nominated 

prefects, and that those nominated were voted on by all 

sixth and seventh formers. Staff then exercised a 'veto' 

right if they wanted to. 
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Methods of initiation for prefects were almost non existent. 

It seemed that the prefects were officially appointed and 

'given their badges' in the context of a school assembly. 

Prefects were given little or no introduction to their role 

by anyone, and none o f the staff knew what, if anything, the 

pretects were told about how they were expected to behave as 

prefects. It seemed that the onl y guidel i nes for 'prefect

like' behaviour were whatever could be i iferred from what 

was known about the experience of the previous year's pre

fects. They were given little guidance as to how to go 

about being prefects by anyone (including the principal). 

They received no training that any staff members knew of. 

Staff members assumed that the principal was supervising the 

group, although only one staff member had any idea of if and 

when the principal saw the prefects. 

Different staff members had different views about how a pre

fect might reinforce her own authority in a situation where 

it was challenged. According to the staff members the pre

fects were fairly much respected and supported by other 

senior pupils, out only commanded some respect among lower 

classes when they had themselves earned this through their 

direct dealings with the group. One staff member could see 

no place for mutual support among prefects and felt that 

each should be quite able to continue her perfectly duties 

without the support of other prefects. 
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Staff members seemed to be considering the question of the 

relationship between prefects and staff members for the 

first time when I broached it with them, and on numerous 

occasions staff members illustrated thei ~ points about the 

relationship be tween staff and prefects with incidents that 

occurred several years before. 

It was very clear th u t the kind of perspective that staff 

members brought to the issue of prefects was quite different 

from that of the prefects themselves. For the prefects 

their year in off ice is the year in office; but for s taff 

members each year is just another year with another group of 

prefects; the fact that they are different prefects s e e med 

to have little bearing on the outlo ok of staff members. 

There was no clear consensus among the staff as to whether 

or not the prefects were useful. Two staff members r e ported 

that two or three years before the prefect system had been 

abolished in favour of 'shared responsibility' where all 

senior pupils were exhorted to exercise leadership in the 

school. After one year this system was judged a failure and 

abandoned. Views were mixed as to why, and some staff mem

bers considered it was for lack of a positive staff attitude 

and perserverence. It was clear from the interviews that 

the staff did not consider they had to support the prefects, 

or encourage them in their work. 



Questions of the extent to which prefects were expected to 

conduct policing functions were raised and staff generally 

felt that expectations in this area were at least somewhat 

anomalous, and probably far too high, especially considering 

the general lack of patronage among pupils of dictatorial 

types of authority, and the absence of similar policing work 

being done by staff members. While the staff felt that 

asking prefects to police law~ was expecting a great deal, 

they did not have any ideas of alternative ways of operating 

a prefect system. 

THE DIARY OF EVENTS 

Another set of results are those derived from the diary. 

Perhaps more than any other, this set of results are dif

ficult to paraphrase or present, partly because of the sub

jective format of many of the change-agent's comments. 

However the following precis (of his forty five foolscap 

pages) is presented. 

The overall strategy devised at the beginning of the exer

cise was followed. 

The f i rst session with the prefects, Monday 14 March, was 

devoted largely to an attempt to getting to know one 

another. I introduced myself and outlined what I hoped to 

do in the course of the year, and then we spent much of the 

remaining time talking about them and their school. This 

discussion was not directed to any great extent. I found 

the prefects to be a fairly talkative group, and it seemed 
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important to establish from the staff that our sessions 

woul d be marked by a large measure of their participation, 

rathe r than by tight control of the discussion by me. 

This strategy had been devised so that at ea ch stage we 

allowed the girls involved as much room for growth and deve

lopment as was possibl e . The girls found this rather 

disconcerting. Their whole school back1round had geared 

them to th i nking and acting, when there was a teacher figure 

present, in terms of that person's wishes. Whe n I proved 

reluctant to spell out what I wanted from them in deta il , 

they had some difficulty in setting their own objectives or 

in keeping to them. 

At the second meeting w ~ th them prefects and I very nearly 

completed the work of defining the goals of the school in c: 

clear and precise manner. The clarification and achievement 

of consensus about these goals obviously represented a 

substantial development in the thinking of the prefects. 

Also by the end of the second session a constructive and 

warm atmosphere had developed in the group, and the 

impression apparently_ held by all the members of the group 

was that this was to be a fruitful and enjoyable exercise 

through the year. We finished that week having clearly 

defined goals of the school, and with an understanding that 

during the next week we would come to a similarly clear sta

tement of the prefect's function within the school. 
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Unfortunately the day before my next meeting with the pre

fects one girl's father died. She was absent from the group 

and the experience cast a shadow over our meeting. Some 

progress was made in discussing the prefect's function in 

the school, but to a large extent the girls were preoccupied 

in sharing the grief of one of their number througho ut the 

session. Nevertheless I took notes of their discussion, and 

produced the statement which appears in Appendix 4. 

On April 4 I returned to the school and spent a part of my 

session with the prefects discussing the attempted synthesis 

I had made of their views, to see if they considered it an 

accurate and thorough summary of the views they had 

expressed. In the second part of this session we discussed 

a possible structure we could invent to improve the func

tioning of the system. This structural change was suggestec 

by some of the complaints they had been making throughout 

our earlier discussions, and consisted of a regular meeting 

of three staff members with three prefects. It was 

suggested this meeting be weekly, and that at each new 

meeting one of the prefects should vacate her position in 

favour of another, so.that all the prefects would be 

involved for three consecutive meetings. 

This provision would allow a certain continuity among the 

prefects, while at the same time allowing all the prefects 

(and consequently the ideas of each of the prefects} to have 

some airing with the three staff representatives. The pre-
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fects considered that continuity should be preserved in the 

staff and that the same three staff members should attend 

the meeting each week, at least for the first term. I was 

left to arrange the staff's participation, while the pre

fects would arrange among themselves their own roster. 

After this meeting there was a long break because of Easter 

holidays before we met again. 

On June 13 we recommenced. From this meeting on, I set up 

exercises which all participated in. First was a 'listening 

triads' exercise. In my introduction I talked about the 

importance of listening for prefects, and indeed for any 

'leader' or helper. The group as a whole chose three 

discussion topics, and were then formed into groups of 

three. Two of the members of each triad held a discussion 

on that topic. The discussion was quite normal except that 

after each member had made a contribution it was the duty of 

the other to paraphrase, to the speakers satisfaction, what 

had just been said, before making her own contr ibution. The 

task of the third person was simply to ensure that that rule 

was enforced; (namely that each 'discussant' paraphrased the 

other's previous contribution before making their next 

comment), a task which became difficult when the discussions 

became heated! After a third of the time had elapsed the 

'discussants' and 'umpire' were rotated, so that each member 

of the triad had a chance to occupy each of the roles. At 

the end all discussed what they had noticed or experienced 

in the exercise. Most prominent observations were: 
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1. that it is extremely difficult to separate listening to 

·1 person from planning one's own response; 

2. that it is extemely difficult to remember what a person 

has said if they say too much in one s tatement; 

3. that the discipline of this structure is hard to 

maintain; 

4. and that the exercise feels rather artificial. 

I explained that, the feeling of artificiality not

withstanding, what they experienced in the exercise was a 

fair reflection (if an exaggerated experience) of what ha p

pened in ordinary conversations all the time. 

The following week most attention was focu s ed on a large 

house netball competition which was to be held immediately 

after my session with the prefects. All the prefects were 

deeply involved in the organisation and running of this 

event (indeed 4 of them were House Captains). It became 

obvious very early on in the session that little would be 

achieved, because of their obvious and exuberant preoc

cupation. Consequently we spent some time discussing the 

staff/prefect meeting which had been planned on April 4 but 

had as yet failed to meet, and new resolutions were made 

about that. 

The following Monday we began an exercise adapted from one 

entitled "Getting Acquainted" in a course of human relations 
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exercises. This exercise began with each member of the 

group list ' 1g on a piece of paper five things they would 

feel comfortable telling other members of the group. These 

were then shared with the group. After this we discussed 

the 'Johare Window' model. 

Each person was again asked to list three things that they 

would probably not typically share with a group such as 

this, but that they would in this circurastance share: (in 

other words , to list some items of 'pri vate information', 

known to them but not to others). This information was then 

shared with the rest of the group. By the end of this exer

cise we had achieved a strong feeling of fellowship with one 

another. It seemed that we were achieving some growth in 

relationships. 

Unfortunately a couple of incidents temporarily interrupted 

further progress. The girls had a mid-ter~ break one week, 

and the following week the principal decided that they 

should meet with a traffic officer in the time which was 

normally used by me. In the interim they completed the 

questionnaire of Personal and Interpersonal Style. 

On the 8th July I began our session asking the prefects to 

organise themselves into a "line of influence", with the 

most influential person at one end and the lP.ast influential 

at the other. This exercise was designed to make them think 

about how influential they, and others, were in the group. 

It produced fascinating results. 
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At the beginning of the session all were very vocal and 

excited because later in the day the school was to havE a 

gala. But on receiving the directions for the exercise 

deadly silence befell us. After three or four very silent 

and painful minutes the people who were in the seats wh i ch I 

had indicated were to be occupied by the most influential 

moved and scrambled for a position lower down the hierachy. 

Again silence ensued, and after some time those who had 

official leadership positions (e.g. the head girl and deputy 

head) were 'bullied' to the top of the influence scale. For 

a while then the group distracted itself by discussion of 

the gala, but after a while one or two members became 

anxious by their avoidance of it and brought the group back 

to the topic at hand. Finally without further rearrange

ments they turned to me to suggest that the exercise was 

completed. However I pointed out that since I was seated in 

the position that I had indicated was to be occupied by the 

person of least influence that obviously the group did not 

consider me to be able to make any decisions about what it 

was to do next. This suggestion they greeted by trying to 

bully me into taking the position of most influence, which I 

denied I should occupy. The exercise continued with a type 

of 'cat and mouse' behaviour for a while, and it was clear 

that they were determined not to seriously discuss the issue 

of who was most influential among them in any depth. As our 

time drew near the end, I ended the exercise and tried to 
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promote a discussion about why they wer 0 so afraid of 

exposing their beliefs and feelings about their influence. 

The discussion was far from lively, but it seemed that a 

good deal of thinking was going on amon3 group members. 

The following week we explored the concept of trust. At the 

centre of this concept we used an exercise called "The Trust · 

Walk". At the end of the exercise some time was spent 

sharing our feelings and considering the concept of trust 

together. The girls were reluctant to share personal 

feelings, particularly where any one of them felt they might 

be unique. 

To attack this reluctance rather directly, the following 

week (August 1) we decided to share some of our 'peak' (best 

and worst), experiences. To start with the girls listed 

three 'positive' peak experiences, then in groups of three , 

discussed these and tried to compile a list of feelings com

monly associated with peak experiences . They then reported 

back to the whole group. Next we considered our worst three 

experiences. After a few ~inutes preparing this list the 

group had quietened and deepened considerably. At someone's 

request we shared our three experiences with the whole group 

rather than in small groups of three. (Although it was 

never mentioned I suspected that the prefect whose father 

had died was somewhat at the centre of their attention). We 

shared our discussion of these experiences and many reported 
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their embarrassment at having to share these experiences 

with one another. Loneliness was a central element in 

almost all their experiences. 

The following week I had each of the members of the group 

imagine that they had just been killed, and write an obi

tuary which they would like to see appear in the next day's 

newspaper. After writing these they each decided to pass 

their own along and have it read to the larger group by a 

neighbour. Once more they showed their fear of admitting 

their own feelings and experiences to the groups. At the 

end we discussed the feelings of members throughout the 

exercise. One prefect complained at what she considered a 

lack of seriousness in the approach of two or three of the 

others. 

After the previous couple of rather intense sessions, (and 

indeed the last six exercises where I nad set the topic and 

defined the activity), it seemed advisable to allow the 

group a chance to determine its own path for a session; 

after telling them what we would have something of a "post

mortem" of the year's work so far I abdicated from 

leadership end left the group to it. Long silences 

followed, interrupted only by a couple of specific, quick, 

and embarrassed questions. After some time in silence I com

mented on their silence, and slowly they began to thaw. The 

discussion grew as a criticism of themselves and what they 

had and had not done through the year. I left it on that 
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note, asking them to consider how useful a learning exercise 

the year had been, and what they wanted to see achieved in 

the few meetings that remained to us in the following term. 

At the first meeting of the new term on September 19 the 

prefects looked back on the year's work and attempted to 

isolate aspects of their role in the school which had par

ticular advantages, and those which they found unfavourable. 

Among the ideas that came forward were their appreciation of 

each having a class of their own to be responsible for, and 

of their responsibilities in organising and running Gala 

days and sports activities. On the other hand they disliked 

the tendency for prefects to be thrust into all the menial 

and clean-up activities. They disliked being expected to 

act as 'policemen' but felt unable to make any real alter

native work. They considered the occasional meetings they 

had had with the principal to be valuable and expressed a 

regret that they had not had more. In this discussion and 

those that remained a high standard of participation was 

maintained. 

On 26 September we re-examined the statement of the school's 

goals and the prefect's aims and functions that we had 

constructed at the beginning of the year. At first , and for 

a large part of the discussion, the prefects considered that 

i n the light of their original understandi ng of the 

~ ituation they had performed very poorly, and they spent 

some time in recriminating themselves and looking for expla-
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nations of their failure to be more active in the areas they 

had originally intended. Towards the end of the sesson some 

expression was also made of the achievements that had been-

I 
made, and the group ended on a note, not quite of congratu-

lating, but at least of not condemning one another. Many 

comments about the aims of the school came out in this 

discussion. Suffice it to say the prefects were unable to 

see what they considered to b~ the aims of the school being 

constructively approached by the everyday activities of 

school life. 

The next session was to be our last together, because exams 

began a week later. Using a similar rationale to that 

adopted at the end of the second term I left them with no 

direc t ions other than that they should set the ground and 

decide what activity we should do for our last session. 

When I arrived on October 3 they had prepared a morning tea 

for us all. Over the tea the conversation flowed very 

relaxedly with many of us discussing our plans for the 

future. Sufficient interest was shown in the form my thesis 

would take that I undertook to return later i n November 

after the e xam pressure was off them, to share what progress 

I had made and where the thesis was going. 

The meeting spent time both doing th a , and discussing the 

future of each of the group members. On the same occasion I 

led a meeting at which 'leadership' wa s discussed (quite 

fruitfully it seemed), with staff in the school. 
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In this outline focus has only been on the comments that 

applied directly to the prefects. From before the first 

meeting with them until after the last one a considerable 

amount of work was conducted in trying to influence staff 

members, and some in trying to influence other groups in the 

school. Those efforts may in the long run prove to have 

been more consequential in the development of the school's 

leadership than were dealings with the prefects. But for 

the sake of limiting the scope of this work references to 

them have been omitted, although some of them will have a 

bearing on discussion of the results. 

The intention to develop clear and detailed plans for future 

years was not completed, although many of the prefects' com

ments abo11t their own e xperiences suggested some alter

natives to, or some support for, existing practices in the 

school. Although this aim (of planning for future years) 

was not completed with the prefects, some serious work was 

done here by the change-agent with the principal for the 

next year. 



Chapter 6 DISCUSSION AND EVALUATION OF RESULTS 

The results of this study have emerged fro~ three different 

sources, each of j ts characteristic mode. There are: 

(i) statistical results derived from a questionnaire; 

(ii) conversational results derived from interviews; 

(iii) the more subjective results derived from the diary. 

The results also bear on many subjects, the complexity of 

which is only partly embraced by t :1e hypotheses, because the 

study has been concerned to cover a large area in order to 

clarify a very complex and substantially unexplored field. 

The results provide the basis of an understanding of what 

goes on in schools in terms of leadership, and of some 

possibilities, in particular that of using goal clarif ica

tion and human relations training exercises to develop 

leadership among prefects. It is hoped to frame the 

discussion of these results in such a way that value will 

not be lost to psychologists or teachers (or others) who 

read it. 

First consideration is given to the results that bear upon 

the three null hypotheses, and the alternatives that their 

rejections lead to. 
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DIFFERENTIAL DEVELOPMENT OF LEADERSHIP: Hl 

It is clear fro~ the statistical results presented in the 

previous chapter that the first null hypotheses can be 

rejected. Groups did move differently from one another. 

On the measure of 'employee-orientation', the measure of 

orientation towards people as people, all seniors groups and 

prefects 1 decreased significantly. On the measure of 

'differentiation', the extent to which leaders perceive 

themselves as different in function from subordinates, only 

in school 3 seniors did a significant movement occur, again 

showing a decrease in this attitude. 

Ignoring for the moment the D scores, the only way these 

data may be fitted to the possible options would seem to be 

by considering one effect to distinguish prefects 1 from 

other prefects. This would support the proposals of the 

first and second alternatives under Ho 1 • 

The one D score which proved significant in table VII lends 

weight to none of the alternatives, and in the absence of 

further information which might suggest a reason for it, can 

only be ignored. 

More detail speculation on the basis of this statistical 

data, although necessary to gain a full understanding, would 

seem inappropriate for a number of reasons. 
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Firstly this study provides insufficient data to give a pic

ture of what might have been expected. For example, it 

might be appropriate to analyse the differences including a 

factor of decrease on E score, because the proximity of exam 

pressure to post test causes a "normal" uniform decrease in 

employee-orient . tion. Such a factor included might show 

prefects' lack C' f movement to be more suggestive than the 

seniors' movement. But this argument cannot be settled on 

the evidence just of these three schools; instead a large 

sample of seniors should be tested to provide an adequate 

and appropriate norm for these conditions. 

Secondly further work is necessary to properly relate the 

scores on each scale of the questionnaire to precise 

leadership attitudes held by senior secondary pupils. Such 

work might make the reason for the significant D score of 

school 3 seniors apparent. 

Thirdly the practical influences which may have an effect on 

questionnaire scores are not known. Could a talk given 

about leadership differentiation to the seniors the day 

before the post test affect questionnaire results? What 

other influences might? 

Comparisons were made between various groups in terms of 

their initial and final E and D scores (Tables II to V). 

The general trend of results shows that groups are more 

spread on E scores at the start of the year, and D scores at 



94. 

the end. Indeed no relationship showed a significant dif 

feren c e between pretest D scor es or post t e st E scores, 

although a number of significances appear in the other two 

tables . 

The statistical data alone does not and cannot suggest 

reasons for specific significant relationships (or eve n for 

the overall effect), but some possibil i t ies may be 

suggested. 

It may be that staff influence prefects towards themselves. 

This would explain (though no assertion can yet be made that 

it is the proper explanation) why staff l and prefects 1 a re 

significantly different in initial E score, but no different 

on final testing. 

In both schools l and 2, each structured in terms of pre

fects, it would seem the selection procedure successfully 

separates prefects and seniors along similar lines as E 

scores (though perhaps in opposite directions). In any case 

the distinction has disappeared by the end of the year. 

In contrast school 3 prefects and seniors are significantly 

different from each other on neither initial score. But at 

the end, D scores distinguish the two groups. Perhaps their 

council structure increases appreciation in the council mem

bers (prefects 3) of the different functions of leaders. 
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PrefecLs at school l began significantly different from all 

other prefects (as well as their own school 's staff and 

seniors) in terms of their employee-orientation. By the end 

of the year they were similar to all these groups in E as 

well as D scores. Perhaps their unusual i nitial beginning 

(helped or obstructed by the training programme?) produced 

pressures which compelled them nearer to the average. 

Just as nearly every initial significant differe nce involv~ s 

prefects 1, every significant differe nce in post tests 

involves seniors 3 on the D scores. While few variables 

other than selection procedures seem possible causes of the 

former significance, it would be fruitful to examine to what 

extent the structure of school 3 caused, or at least is 

related to, the peculiar differentiation - or lack of it -

of school 3 seniors. 

In the light of these comparisons one other factor emerges. 

If the weight of numbers (two schools against one) is 

accepted, school 2 seems inappropriate as a control group 

because of its initial seniors' employee-orientation; signi

ficantly different from that of peers in both other schools. 

Again the need for more extensive normative data from the 

questionnaire is highlight. 

It is clear that leadership attitudes can change. There 

seems no reason to doubt that the performance of leaders can 

also be influenced by a deliberate effort. However, as 

Fleishman observed, "the findings here seem to indicate that 
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the problem in such training (human relations training)* is 

much more complex than the simple additio~ of a little posi

t i ve and negative values to certain attitudes and ways of 

doing things". (Fleishman 1953 p. 206) * my parentheses 

It was Fleishman's experience, and is ours also, that at t h e 

date of conclud i ng the e xperiment, leadership attitudes had 

moved in the opposite direction to what might have been 

expected, and would have been desired. The empahsis on 

human relations training, one would have t hought, would have 

increased the subjects' score on the employee-orientation 

scale (a scale on which high scores indicate that subor

dinates are regarded as 'people' rather than 'a means of 

production'; that authority and responsibility are delegat e~ 

to the lowest competent level; and in which a leader's job 

is principally seen in terms of promoting team work and co

operative atmosphere). In view of this it is hard to see 

why the statistically significant change in school 1 

prefects' E scores is downwards over the course of the year. 

Perhaps some of the explanations that Fleishman considers 

pertinent in his work apply here also, (although our lack of 

testing for them does not allow us to assert them with any 

degree of confidence). Fleishman considered that one miti

gating factor was the way in which the for~man of his 

trainee supervisors seemed to operate: in this case the way 

in which staff (perhaps especially the principal) act 

towards the prefects. This may exert a powarful influence 

on the prefects leadership attitudes. Fleishman also con-
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sidered that the training programme may, more than anything 

else, have served to make the supervisors he was training 

aware of themselve s as part of 'management'. Perhaps they 

understood this concept largely in terms cf decreased 

'consideration' and increased 'initiating structure'. 

It is an unfortunate weakness of the present study that no 

follow up was made. This was impossible b~ cause the students 

left school at the end of the year. 

Fleishman found a tendency for scores at the end of training 

to differ in the opposite direction from p~etesting scores, 

than did scores taken "back-in-the-plant" ~hen trainees had 

settled back into the working routine. This study differed 

from Fleishman's in using a training programme more like 

'on-the-job' training than like the training period away 

from work which he employed. Unfortunately such factors 

limit our confidence in relating his findir.gs to our own. 

INITIAL AND SUBSEQUENT LEADERSHIP: H2 

The evidence of tables VIII and IX clearly refutes the 

second null hypothesis which proposed no relationship bet

ween initial leadership indicies and subsequent movement. 

In both E and D, a substantial correlation existed (-0.81 

and -0.80 respectively). Being a negative ~orrelation, this 

result does not allow a distinction between the very useful 

suggestion that time at school improves poor leaders 

leadership more than it improves good leaders, or the 

unhelpful result that explains the results as (an almost 
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inevitable) regression towards the mean. Nor does it put us 

in a strong position to appreciat r why prefects 1, so 

clearly above the mean in employee-orienta ~ ion initially 

moved to group fur t herest below it finally. 

PATTERN OF CONFLICTS: H3 

While statistical resu l ts can do no more than point to 

correlations between variables (and then only partially 

clarify the picture) the diary and interviews fill out a 

discussion and evaluation, and in particular illucidate the 

third hypothesis. 

Ho 3 proposed that no pattern of conflicts would emerge indi

cative of incongruent relationships between Halal's 'task 

technology', 'subordinate motivators' and 'leadership 

style 1 • 

On the contrary, all the evidence in the wock of the change

agent with prefects and reported in the dia r y, and in the 

interviews, indicates that the prefects may fairly be 

described as experiencing 'inhibition' and 'oppression'. 

These indicators correspond to idealistic motivators of the 

subordinates, directive leadership style of the leader, and 

a complex task technology. 

Relating this finding to Halal's further propositions about 

the usual movement of variables on these dimensions, the 

leader's leadership style would seem to be the limiting 

variable. According to Halal's proposal there is a natural 

. I 
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tendency for th is to become more permissive, and with the 

added pressures caused by incongruence with the technology 

and motivators, that would seem a likely outcome, especially 

if only prefects and principal are involved. 

Of course in a school many more peopl e than just principals 

and prefects are invol v e~. and a fuller analysis would also 

consider incongruences between technology, motivators and 

leadership among principal and staff, staf f and pupils at 

each level, principal/staff and parents, and principal and 

Education Department. In private schools 0ther relations 

may also be important (e.g. religious and their religious 

superiors). This analysis might show the incongruences 

found when considering prefects, to be outweighed in the 

broader pattern. 

Nevertheless the present work has identified two in congruen-

ces within the milieux of principal and prefects, and the 

conflicts experienced by prefects at least (oppression and 

inhibition) are unlikely to disappear, until congruence bet-

ween technology, motivators and leadership is, for them at 

least, achieved. 

Following this discussion of results as they specifically 

relate to hypotheses, important issues also need to be 

discussed which relate more to the general aims of this 

exploration. Although not expressed in terms of precise 

hypotheses in the present work, these issues may provide 

useful consideration for hypotheses in future works. 

MASSEY UNIVERSITY 
t.IBRARY 
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PREFECTS AND TRADITION 

Prefects in the school tend to be used to tradition, and 

warm only slowly to new situations and new experi~nces. 

This is particularly true in considering t1eir attitudes to 

authority. 

The conclusion is drawn from an examination of the diary 

data. Prefects in school 1 were very slow. or unable, to 

adjust to the situation created by the change-agent in their 

group. They were very slow to develop any alternative stra

tegies for leading and promoting group life, and even when 

it was clearly apparent that their expectation of a 

'teacher' figure who would fulful the normal leadership 

functions (e.g. set agenda) was not to be fulfilled by the 

change-agent. Several times reported in the diary the group 

were extremely slow to work on the problem or situation pre

sented to them, and were particularly loathe to enter into 

any consideration of their own personal experiences; their 

feelings about various subjects or about experiences they 

were having together. 

INTEGRATED SCHOOL EXPERIENCE 

Secondly, any training that is given as a specific part of 

the formation of prefects should, in the ex~erience of the 

prefects, be integrated into school life to a large extent. 

This applies to the conceptual work of clarifying and 

establishing goals, and to the 'human relations' exercises, 
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as well as to anything else. In the cours~ of the diary it 

was repeatedly noted that prefects were reluctant to offer 

their contributions to the life of t h e group, and i ndeed the 

life of the school. This seemed to be in part because of 

the change-agent being seen as an 'outsider' to the school's 

life, but pa " ticularly occurred because there was to the 

prefects little relationship between the training that 

occurred in his meetings with them, and whot o therwise hap

pened in their life in the school system. 

The specific human relations exercises cho~en seemed to be of 

relevance because they served to broaden tre experiences of 

the prefects concerned, more than because of their specific 

relevance to leadership. It is an aim of the school, (one 

which the prefects defined when clarifying its aims) that 

the school should "provide a mature education - this con

sists of deepening our awareness of what is going on around 

us; giving us a broad range of experiences or range of ideas 

of experiences 

Appendix 4). 

n (from 'Prefects Aims and Functions', 

While this aim of broadening pupils' experi~nces in the 

school context may seem at first to have little to do with 

leadership, a greater range of experience would contribute 

to the exercise of leadership by girls in two ways: first 

it would allow girls to develop more fully a clear 

understanding and appreciation of who they are, and how they 

function, a well as to gain a clearer understanding of the 
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personalities of other school members. On this basis (of a 

clear self perception) they would be bett e r equipped to 

realistically assess situations and to act as leaders. 

Secondly it would provide t he girls with a gre ater number 

and variety of social environment s in whic j differe nt type s 

of leadership could be exerci s ed. 

Much of what was done in school 1 in an at t empt to train 

prefects could be a normal part of the deve lopment of s enior 

pupils. The leadership of prefects would t hen grow in a 

natural way as part of their growth in school, and many 

forms of leadership, or the exercise of many leadership 

functions, could develop where the needs of a particular 

environment and the talents of an individual met. This 

might also alleviate what seems to be an unhealthy emphasis 

on the policing functions of prefects, an emphasis 

apparently caused mainly by the paucity of alternati ve ideas 

of 'leadership'. 

STAFF INTEREST IN PREFECTS 

A third conclusion, shown most clearly in the interviews, is 

that staff members tend to be abysmally ignorant of prefects 

and the way their leadership system operates. Staff members 

could be relied on with some degree of confidence to know 

which girls were prefects, but it was amazing how little 

most staff members knew ~ ~out how prefects were selected and 

chosen, what they were told their function in the school 
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was, what their real job in the school was, what activities 

they engaged in 1 what gatherings they held, what powers they 

exercised, what authority they had, and so on. 

This should imply no personal criticism of the staff in the 

s chools; they ha vP more than enough aspects of school life 

to con ·ern themselves with. But in the schools prefects are 

expected by staff to be a significant force. They are 

expected to be at the forefront in regulat ~ ng pupils' beha

viours in every sphere of school life, as ~ell as acti ng in 

a semi-official capacity at a number of school functions, 

some of which involve the general public. In addition to 

this, prefects are expected to maintain their own (usually 

high) standard of academic work, and to at least compete in 

many sporting activities. To place this burden on so small 

a group and expect real results suggests that considerably 

more effort be invested in the prefect syste ~ ~y the staff 

than was the case in schools 1 and 2 at least. Some of this 

energy could be spent profitably in ensuring that there was 

a well defined and generally accepted understanding among 

the staff members of what a prefect's function is. 



Chapter 7 CONCLUSIONS AND RECOMMENDATIONS 

Arising out of this experience of an attempt to examine and 

develop leadership i n a secondary school, some important 

conclusions may be drawn, and recommendations about the 

direction and nature of future work can be made. 

CONCEPTUAL RE-EXAMINATION 

Perhaps the single most important conclusi ')n to be drawn 

from the wor k of this thesis has to do with a basic 

understanding of leadership. Work has made it clear that 

fundamental variables are at least threefold (each of which 

may vary along a continuum between two very different 

points). But any precise statements a bout the values of 

variables and the effects related to these are very crude. 

This is particularly true in the school setting, in spite of 

what seems an ideal arena for study, with potentially large 

numbers, captive subjects, stable situations and scope for 

controlling variables. 

In the psychological literature and in practice, leadership 

seems always to be conceived as something that can be deve

loped through simple addition. This is most apparent in 

leadership training programmes, which are generally solely 

concerned to give leaders skills, understanding, attitudes 

etc. What needs to be 'given' or added, and how, is stated 

differently by different authors. The present work 

challenges the notion that simple addition is responsible 

for development of leadership. 
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Instead it has become clear that complex interactions 

surround leadership. These interactions are such that it is 

unlikely that a similar exercise as this would have gained 

much more ground, because of the narrow focus of the work 

(predominantly on one small group of prefects). 

While it s true that the development of leadership in 

secondary schools requires a total conceptual overhaul, a 

number of slightly less daunting tasks are also suggested by 

this study. 

IMPROVED PSYCHOMETRIC MEASURES 

The first area we r e a co~siderable need for further wor k 

exists is that of psychometric techniques. Psychologists 

cannot hope to make a significant contribution to a 

situation if they cannot assess what the situation is be f ore 

they enter it, and objectively assess their impact on the 

situation. Psychology has always considered it desirable 

for this measuring to be clearly objective, and it has 

usually been spelt out in statistical terms. 

The LEAD questionnaire was well constructed to serve at 

least part of this purpose. But some difficulties were 

uncovered which should be avoided in future use of it. This 

study had insufficient respondents, ideally, to give good 

results from the questionnaire; particularly teachers. 

This was in part due to planning difficulties; work in 

schools is under particular pressure towards the end of the 
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year, and any thought of doing post tests at this time needs 

careful consideration to ensure that they can properly be 

fitted into the school programme, especially the programme 

of staff members. Otherwise difficulties arise in getting 

forms distributed, compJ.eted, returned and collated, as well 

as in interpreting results. 

Perhaps t h e major difficulty with t he use of the LEAD 

questionnaire as an instrument was the lack of normative 

information that it has, especially in New Zealand con

ditions and especially in schools. 

More work also needs to be done on the precise implications 

that are to be drawn from various scores or changes of 

scores on each of the scales. At present the questionnair e 

serves more as a descriptive than an analytical device, 

because the effects of typical school variables (e.g. 'exam 

pressure') on the scores - if any - are unknown. 

Perhaps what is needed is an altogether new psychometric 

measure to be used in this environment. To create such an 

instrument would however be a major undertaking, considering 

the amount of development work required to build such a 

measure and to norm it adequately. Meanwhile future workers 

will be in the same dilemma in which the present study 

began, namely that of deciding whether to work at developing 

a new measure thoroughly appropriate to the interests of the 

research, or to use the less appropriate or inadequately 

backed measures that already exist. 
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INDICES OF LEADERSHIP 

Related to the issue of improved psychometric measures, 

comes a rn<re careful examination of exactly what it is that 

should be measured. 

The only psychometric measures which could be found that 

SPemed at all appropriate in the schoo l were measures of 

leadership attitudes. Ther e may be considerable and signi

ficant differences between attitudes to leadership and 

actual behaviour as leaders. This area is one which demands 

a great deal more work. 

In her study Campbell (1978) attempted to overcome this dif 

ficulty by asking respondents to her questionnaires what 

they considered to be the ideal, and what they considered t o 

be the state of practice. Even this method is not fully 

adequate because it only assesses what respondents say the 

state of reality is, and this may not accurately reflect the 

real state of the situation. Nevertheless her results show 

significant differences between what respondents claim i s 

the ideal, and what they claim is the practice in many 

areas. Her results show that teachers considered democrati c 

classroom leadership to be exercised in practice much less 

than they considered it ideally should be. This suggests 

that while teachers may recognise scope for leadership by 

pupils exists, they tend not to allow, or generate, anywhere 



108. 

near as much pupil leadership as they consider to be ideal. 

The relationship betweec the attitudes of both pupils and 

staff to various leader~hip is su es, and their practice in 

those areas, deserves mere work. 

This is all the more important where devices like the LEAD 

questionnaire are being employed to try to help us 

understand something about leadership in the school. 

Current understanding of what constitutes a particularly 

high or low score on either of the E or D scales, and what 

any score represents in practice, is far from clear. 

GENERALITY OF RESULTS 

The extent to which results discovered in one school or on e 

group of schools may be generalized to other educational 

environments also deserves further consideration. It may be 

that the choice of three private schools se verely limits the 

applicability of this work's results, or it may be that 

things disco vered in these environments apply equally to all 

schools. At present there is no way of knowing. 

Indeed no confident assertion can be made that results pro

duced in one particular school may be reproduced in any 

other school. While clear differences existed between 

leadership attitudes in schools 1 and 3, schools with signi

ficantly different leadership structures, we do not know 

what effect applying the structure of school 3 in school 1, 

or vica versa, would achieve. 
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LEADERSHIP AND SCHOOL STRUCTURE 

The issue of the generalizability of results leads to 

another area which is deserving of further study and 

consideration; namely the relationship ex i sting between the 

leaders in the school and the organisational structure of 

the schoo l. It has been more or less assumed in this study 

that the organisational structure of the school would have a 

definite bearing o n the l eadersh ip offered by prefects. 

Such factors as opportunities to exercise leadership func

tions earlier in their life in the school, and the extent t0 

which pupils experience themselves as having had a hand in 

shaping the organisational structure of the school , could b~ 

expected to have a very definite impact on the way prefects 

perform their leadership function. (Morrison 1974) The way 

authority functions within the staff may also have an impact 

on the way prefects function as leaders , even though pre

fects may not gain a clear awareness of how leadership is 

exercised among staff. (Keeler and Andrews 1963) 

Leadership exercised in school 3 seemed to exhibit some 

quite different qualities than in the other two schools. 

This has appeared to be as a consequence of the schools 

'council' structure , but further work to validate this pro-

position and to understand the way in which it works would 

be most profitable . 



Arising out of the areas we have listed already come a 

number of other areas deserving of study with specific 

reference to leadership at prefects' level. 

SUPPORT OF PREFECTS 

110. 

Prefects in schools need help to lead effectively. This 

help could come in a number of forms. In the first place 

better results might b~ gained from telling the prefects in 

some detail exactly how they should proceed in their 

'prefectly' duties; or better stili, giving them a good 

understanding of responsibilities and school goals, and t he 

extent of their authority for achieving them. 

When set a specific task, or one with some clarity of goal s , 

prefects were able, indeed were quite creative and enthu

siastic, in their leadership. But where the prefects found 

themselves without a precedent to follow, or without any 

staff approval and support of their ideas, they were almost 

completely paralysed. A good illustration of this may be 

seen in one incident that occurred in the middle of the 

year. 

From very early in the year one of the acknowledged duties 

of prefects was to police a rule which stipulated that 

jewellery was not to be worn at school. In the middle of 

the year the prefects decided that they would have a "blitz" 

on jewellery and confiscate any they could find girls 

wearing at a regular school assembly (a task which was cer-
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ta inly within the scope of their charter) . Much enthusiasm 

was generated on this topic; one suspected that the whole 

exe rcise was something cf a token gesture o f their 

'prefectship ' in t he school, and was in part designed to 

ease the ' guilty consciences ' of those wh o felt th e ir 

contribution thu s far had been inad equate. The prefects 

discussed a t length the logistics of the exerc i se , a nd care

fully anticipa ted all the sorts of reactions they could for

see from the girls, and discussed strategies for dealing 

with them. 

Unfortunatel y the occasion chosen for this blitz happened t o 

be one on which the school pr inc ipal already had a par

ticularly full agenda. When tol~ about the proposed blitz 

by the head prefect she stopped the exercise, on the grounds 

that it would use up more time . 

The girls' plans were squashed and, without the s upport or 

encouragement of any staff members, the whole project was 

abandoned, rather than, as it might very easily have been, 

being transferred to anot hec assembly (perhaps just one or 

two days later). 

Prefects need the help of the staff to perform their duties 

well. In particular they need staff help and approval to 

give some authority, and some impetus, to the many creative 

and constructive ideas they propose. On a number of occa

sions girls suggested school dances, gala days, lunch-making 

and selling schemes, and many other proposals for improving 
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school life, but in the end none of them were adopted simply 

because the girls on their own could not pers 0 rvere with the 

idea, adapt it as much as was necessary t o make it feasibl e , 

and se e it through against any opposition that may have ari

sen. 

Some encouragement from the staff ~ould have served to 1nake 

this more likely. The girls themselves recognised a ne ed 

for this when th ey proposed to set up an organised regular 

meeting of staff with prefects, but too much of the ini

tiative and responsibility was again left with the prefects, 

and the meetings never eventuated. 

SELECTION AND INTRO DUC TION OF PREFECTS 

It seemed that at s chool l the prefects were given a very 

poor introduction to their role and instruction i n ~hat 

their function was to be . The effects of this, or different 

types of int roauctio ns to 'prefect ship ' should be studi ed to 

enable the most to be made of future prefect systems (~here 

used). There seemed to be some confusion in school l about 

the methods by which prefects were chosen. It would be 

worthwhile to examine different methods of selecting pre

fects; the criteria, - implicit or explicit - on which 

selection is based; and the ramifications of each of these, 

especially in view of the high correlation found between the 

initial E and D scores of prefects and the subsequent move

ment. 
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LEADERSHIP AMONG PREFECTS 

Consideration should be given to the selection of head pre-

fects. In school l it 3ppeared that the choice of head pre-

feet was not quite appropriate to ensure the best leadership 

of the prefects: because of an arrangement cornbininy some 

advanced subject classes with a nearby boys school the head 

prefect spen ~ between a third and a half o f her week absent 

from her school. This det ract ed , probably quite signifi

cantly, from her performance . 

In addition to this consideration, personality charac 

ter is tics may have had a considerable impact on the head 

prefect's effectiveness or ineffectivenes~. Exam inati on of 

what personality and other factors contribute to making a 

head prefect more or less suitable as a leader is an area 

deserving work; work that could be particularly helpful in 

schools. 

PLACING A CHANGE-AGENT 

It seems appropriate here to consider the level at which an 

external chang e -agent· should work in a school system. One 

of the difficulties of working with prefects is that to a 

larye extent the work, however successful, is lost to the 

school at the end of the year, and the benefits that can be 

produced over the course of one year are lost to everybody 

else. 
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This suggests two alternatives. One is that the change

agent should attempt to work throughout the whole school. 

To a limited extent in the present case this was done, if 

one admits taking a few classes at different levels 

throughout the school to teach some h uman relations skills. 

The value of this work is extremely difficult to assess, but . 

no doubt the impact of whatever was d u ne with specific 

groups in the school was lessened by the infrequency of the 

encounter. 

The other strategy a cha~ge-agent might adopt is to work 

more directly with the staff. This would seem to be the 

most appropriate strategy. An outside agent with a 

background in psychology has a background and expertise 

which may be much valued by school teachers, but one which 

they are not in a position to acquire for themselves. Some 

teachers expressed their envy of this background in 

discussions. 

In order to ~ of some influence an external agent must 

first, of course, somehow establish credibility. This is 

not too difficult when one is associating with the staff 

under the guise of working with their prefects, but it could 

be a little more difficult to achieve in the absence of such 

a convenient excuse. 

The role of outside observer or consultant is one which the 

change-agent may quite profitably adopt if the services and 

advice offered are sufficiently respected that they can and 
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will be utilized and produce some results. To varying 

extents staff members individually, and on one occasion as a 

group, discussed leadership in the school with the present 

change-agent with a definite view to improving school 

leadership. On one particularly rewarding occasion at the 

end of the sch ··ol year tne principal for the following year 

came, spontaneously, to discuss 'l 0~dership'. 

Evaluation of such work is difficult. Feedback gleaned 

since the beginning of the new year suggests that it has 

been valuable, and has had some impact. The extent to which 

ideas adopted in the shool arose from the change-agent's 

suggestion or from other sources remains a mute point. 

One practical expression of this approach (a change-agent 

working among staff) would be to develop the training of 

teachers in leadership. It seems at present that few have 

much conceptual understanding of the nature of leadership, 

and even fewer have any experience of the interpersonal 

approaches and methods that can be used to develop 

leadership in pupils. 

In the three schools this study dealt with, it seems that 

teachers adopt a task-centred approach, aiming specifically 

at accomplishing the task of pushing students successfully 

through the full examination curriculum, and through exami

nations where these operate. If teachers were more orien

tated to what are frequently called 'group maintenance' con-



116. 

cerns, and more concerned with developing the human poten

tial of their pupils, school leadership might be dramatically 

improve d. An educational sy~ tem which places such a large 

quota of work in the curricula may be largely responsible 

for the lack of focus on group concnrns. However the 

situation is somewhat circular, and may only be improved 

when individuals take it upon themselves to try and develop 

in this direction. Perhaps a change-agent could prof itably 

work teaching teachers about leadership. 

CONCLUSION 

Almost all of the suggestions made for further- s tudy suggest 

a need for more psychgologists studying more schools , wit l1 

more and different organisational structures ; more and dif

ferent organisational structures; more and different types 

of relationships between principals, staff, and pupils; and 

clearer and more precise objectives. The work conducted by 

Campbell (1978) and to a lesser extent the present work, 

have produced a wealth of material, but have perhaps gone as 

far as can or should be gone with this type of broad general 

study. 

It would now seem time for New Zealand education to focus in 

more depth on a number of specific areas, and for more 

resources to be channelled into the study of at least some 

of t he issues specified above . It is this author's hope 

t hat his work may serve, at least in the preliminary stages 
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of future studies, to indicate some of the possibilities, 

and some of the pitfalls, which are apt to be encountered 

in this type of work. And in the absence of further work it 

is hoped that the present study may provide principals and 

staff members in schools with some guidelines towards solu

tions for the specific leadership development problems which 

have been investigated here. 

. I 



Appendix 1 

LEAD QUESTIONNAIRE 

Russell Dore 

This is a survey of how you feel about some different w~thods 

of leadership. In each of the 60 questions below there are 

two statements of things a leader can do or ways he can act. 

For each question, mark your answer sheet (1 or 2) for the 

statement that you feel is the more important way for a 

leader to behave. Sometimes you may feel that both alternatives 

are unimportant for a leader; in that case you should still 

choose the statement you thi nk is more important. 

You will quickly notice that there are no right or wrong answers; 

we are interested only in your opinions. 

Don't spend too much time on any particular item. Your 

first impressions are usually best. 

It is important for a leader: 

1. (1) To make decisions independently of the group. 

(2) To r eally be a part of his group. 

2. (1) To let workers take time out from the monotony 

when they wish. 

(2) To allow workers to make decisions only when given 

explicit authority by the leader. 

3. (1) To take an interest in the worker as a person. 

(2) To maintain definite standards of performance. 

4. (1) To have his workers do their work in the way they 

think is best. 

(2) to rule with a firm hand. 
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5. (1) To make decisions independently of the group. 

(2) To be proud of his work group. 

6. (1) To decide in detail how the work shall be done by 

tL ·~ workers. 

(2) To let workers make decisions whenever they feel 

competent. 

7. (1) To have the loyalty of his workers. 

(2) To maintain definite standards of performance. 

8. (1) To act as he thinks best regardless of the views 

of his workers. 

(2) To stress being ahead of competing work groups. 

9. (1) To make it clear that he is the leader of the 

group. 

(2) To have workers settle by themselves most of the 

problems they meet on the job. 

10. (1) To have his group meet together to set group 

goals. 

(2) To prefer workers who work well alone. 

11. (1) To have the workers settle by themselves most 

problems they meet on the job. 

(2) To have scheduled rest periods. 

12. (1) To discourage talki ng between workers on the job. 

(2) To feel like "one of them" in the work group. 

13. (1) To give detailed instructions on just the way to 

do each job. 

(2) To let workers take time out from the monotony 

occasionally. 

14. (1) To have his workers do their work the way they 

think is best. 

(2) To assign responsibilities and duties daily in the 

form of specific tasks. 

15. (1) To have his workers take pride in their work 

group's accomplishments. 

(2) to discourage talking between workers on the job. 
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16. (1) To do the importan t jobs himself. 

(2) To have workers take their rest periods when they 

wish. 

17. (1) To see that people are working up to capacity. 

(2) To have the confidence of his workers. 

18. (1) To set up all projects himself. 

(2) To let his workers make all routine daily decisions. 

19. (1) To feel he belongs in his group. 

(2) To reward a good worker. 

20. (1) To have his workers do the work the way they think 

is best. 

(2) To have the worker dependent upon him. 

21. (1) To get the work done on time. 

(2) To be friendly toward his workers. 

22. (1) To act as he thinks best, regardless of the views 

of his workers. 

(2) To be proud of his group. 

23. (1) To give the workers the power to act independently 

of him. 

(2) To assign workers to particular tasks. 

24. (1) To speak in a manner not to be questioned. 

(2) To create a pleasant work atmosphere. 

25. (1) To see that the group produces. 

(2) To let the workers decide how to do each task. 

26. (1) To do the important jobs himself. 

(2) To let the workers decide how to do each task. 

27. (1) To get his men to work together. 

(2) To draw a line between himself and the work group. 

28. (1) To approve each task before permitting the worker 

to start another. 

(2) To let workers make decisions when they feel 

competent. 

29. (1) To go back on a decision if one of the workers 

shows him where he was wrong. 

(2) to emphasize getting the work done. 
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30. (1) To set up all projects himself. 

(2) To leave it up to each worker to take his share of 

the work and get it done. 

31. (1) To be an authority in the type of work the group 

does. 

(2) To explain in detail the reasons for changes. 

32. (1) To call the group together to discuss the work. 

(2) To work right alongside the workers. 

33. (1) To pitch right in with the workers. 

(2) To plan the work carefully. 

34. (1) To be the most skillful member of the group. 

(2) To meet regularly with the workers to consider 

proposed changes. 

35. (1) To teach his workers new things. 

(2) To work along with the men as much as possible. 

36. (1) To spend a great deal of time in scheduling the 

work of the group. 

(2) To make prompt, firm decisions. 

37. (1) To explain carefully each worker's duties to him. 

(2) To spend some of his time helping get the work 

done. 

38. (1) To spend considerable time planning the work of 

his men. 

(2) To be respected as a man of high technical skill 

in the field. 

39. (1) To work hard himself. 

(2) To schedule the work of the men carefully. 

40. (1) To be an authority in the type of work the group 

does. 

(2) To tell poor workers when their work isn't measuring 

up to what it sl~uld be. 
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41. (1) To do the same work as his men whatever time 

allows. 

(2) To plan how his men will do the job. 

42. (1) To call the group together to discuss the work. 

(2) To attemp~ to make his work not too different from 

the work of his men. 

43. (1) To be respected as a man of high technical skill 

in his field. 

(2) To spend over ~alf his time in supervisory activities 

such as planning and scheduling. 

44. (1) To be t he most technically skilled member of the 

work group. 

(2) To explain the reason for changes. 

45. (1) To let his workers know how they are doing on 

their jobs. 

(2) To spend some of his time helping get the work 

done. 

46. (1) To make prompt decisions. 

(2) To spend a great deal of time organising the work 

for the group. 

47. (1) To pass along to his workers information from 

higher management. 

(2) To help get the work done. 

48. (l} To be known as a man of great technical skill in 

the field. 

(2) To schedule the work to be done. 

49. (1) To train his workers to do new things. 

(2) To help get the work done in an emergency. 

50. (1) To constantly organize new practices and procedures. 

(2) To encourage one worker in the group to speak up 

for the men. 

51. (1) To meet with the workers to consider proposed 

changes. 

(2) To pitch right in with the workers to help make 

changes. 
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52. (1) To realise that a worker generally knows when he 

is a slacker without being told. 

(2) To explain the responsibilities of each worker's 

job to him. 

53. (1) To set an example by working hard himself. 

(2) To spend a cons iderable percentage of his time 

planning. 

54. (1) To be a respected authority in the type of work 

the group does. 

(2) To pass along to his workers information from 

higher management . 

55. (1) To have the worker find out the best job methods 

by experience. 

{2) To meet with the workers to consider proposed 

changes. 

56. {l) To explain the duties of each worker's job to him 

until he really understands them. 

(2) To pitch right in with the workers. 

57. (1) To plan his day' s activit i es in considerable 

detail. 

{2) To perform the same work as the workers whenever 

possible. 

58. (1) To study new procedures that might apply to his 

job. 

{2} To make his job similar to the job'3 of his workers. 

59. (1) To be known as a skillful trainer. 

{2) To set an exq.mple by working hard :iimself. 

60. (1) To work right alongside his worker3. 

{2} To try out new ideas on the work g:::-oup. 



Name 

Last First 

1. -- ---
2. -- ---
3. -- ---
4. - --
5. - ---
6. -- ---
7. -- --
8. -- ~-
9. - -
10. -- ---
11. -- --
12. -- ---
13. -- ---
14. -- --
15. - ··--
16. -- --
17. - ·--
18. -- ·-
19. - ·--
20. -- --

LEAD QUESTIONNAIRE 

21. 

22. 

23. 

24. 

25. 

26. 

27. 

28. 

29. 

30. 

31. 

32. 

33. 

34. 

35. 

36. 

37. 

38. 

39. 

40. 

Answer Sheet 

Middle 

Initial 

-- --
-- --
-- -
-- --
-- --
-- --
-- --
-- --
-- --
-- --
-- --
-- -
-- --
-- --
- --
--· -
-- -
-- --
- --
- -

E 

D 

Total 

41. -- -
42. - -
43. -- --
44. -- --
45. -- --
46. - --
4 7. -- --
48. - -
49. -- --
so. -- --
51. - --
52. -- -
53. - -
54. -- --
55. - -
56. - -
57. - -
58. - -
59. - -
60. - -



Appendix 2 

PERSONAL AND INTERPERSONAL STYLE QUESTIONNAIRE 

QUESTIONNAIRE 

Date 

Name 

The questionnaire which follows will give you a chance to 

look at some a s pects of your personal and int erpersonal 

styles. It will take about 15 minutes to cor~lete. 

For each of the characteristics listed you wi l l find a continuum 

of numbers from one to nine. After you have read each scale, 

write in the first left column that n umber, ~rom one to nine, 

which best describes your behaviour as you now see it, (that i s , 

your present actual behaviour). Then, in the right column, write 

the number which best describes your behaviour as you would lik e 

it to be (that is, the way you would prefer i t to be). If the 

meaning of some of the characteristics or terms on the 

questionnaire are not clear to you, decide for yourself how you 

wish to interpret them. (Read carefully each description of the 

continuum in the questionnaire, because in some instances, what 

you deem the most desirable behaviour may no t be on the extremes 

of the scale (1,9) .) 

Example: The first scale on the questionnaire is: 

Closed 1.2.3.4.5.6.7.8.9 Open 

If you see yourself now as a fairly closed and withdrawn person 

you may wish to enter a 2 or 3 under "Actual". If, on the 

other hand, you would like to become more open, then you 

may want to enter a 6 or 7 under "Preferred". 



PERSONAL STYLE 

Closed 123456789 Open 

Spend most of 123456789 Spend most of 

Actual 

(the way you see 

yourself now) 

my time alone my time with others 

Seek help from 123456789 Alwi" y s solve problems 

others for myself 

Feel I have 

much control 

over what hap

pens to me 

Rigid 

Vague 

Do not finish 

tasks 

Find many 

things to be-

come involved 

with 

Am loveable 

Not confident 

123456789 Feel I have little 

control over what 

happens to me 

123456789 Flexible 

123456789 Clear 

123456789 Finish tasks 

1"'3456789 Find little to 

become involved 

with 

123456789 Am not loveable 

123456789 Selfconf ident 

.l..0::0. 

Preferred 

(the way you 'd 

like to be) 



I NTERPERSONAL STYLE 

Actual Pr e f e rred 

Not l istening 1 23456789 Listeni ng 

Submissive 123456789 Dominant 

Indifferent 123456789 Caring 

Warm 123456789 Cold 

Phoney 123456789 Sincere 

Not trusting 123456789 Trusting 

Influential 123456789 Not influential ..• 

Not comfortable 1 23456789 Comfortable 

with conflict with conflict 

Never act unless I 123456789 Always act even . .. 

feel sure others when I am unsure 

reactions will about others 

be favourable reactions 

Not co- operative 123456789 Co-operative 



.l. .G 0. 

Appendix 3 

OUTLINE OF INTERVIEWS 

Methods of selection 

Methods of initiation 

Establishment of role 

Per f ormance in the role 

Role's effect on prefect 

who 

how 

when 

ceremonial 

public 

private 

by whom 

what they're told 

who says 

how 

when 

limits defined 

amount of guidance 

supervision 

training 

authority 

means of reinforcing authority 

what was done 

pupils attitudes 

peers attitudes (classmates) 

relations among selves 

relations with staff 

apparent usefulness 

encouragement from staff 

encouragement from pupils 

policing (task) 

relationships (with pupils/staff 

/each other) 

personal development 

(vrs others) 

leadership skill development 



Appendix 4 

AIMS & FUNCTIONS OF THE PREFECTS 

The following are some aspects of the understanding the prefects 

had of the Aim of the School, and of their own function in it. 

They were presented for the consideration and comment of 

the staff in the following form. 

++++++++++++++++++++ 

AIM OF THE SCHOOL: 

In conjunction with our families to prepare us for a 

christian life 

++++++++++++++++++++ 

Some aspects of this aim are: 

To provide opportunities to get S.C. & U.E. - these allow us 

to get jobs and take our place in adult life. 

To provide a mature education - this consists of deepening 

our awareness of what's going on around us; giving us a 

broad range of experience, or range of ideas of 

experiences; teaching us to live up to our own 

standards and expectations, letting society teach us 

what society requires us to know. 

To provide a christian background - to give us knowledge of Jesus, 

his church and of what it is to be a christian; to provide 

opportunities f or, and support in, expressing our 

christianity on a practical level. 

To develop in us a critical ability. 

To fac i litate a real knowledge of ourselves, and an ability 

to stand up for ourselves. 

To develop friendships and an ability to relate to others. 

,.. 
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FUNCTIONS OF PREFECTS: 

Provide liaison between school pupils and staff 

(suggested tactic - set up a structure for Staff/Prefect 

meeting) 

Provide help for members of their class - in getting changed 

what needs to be changed - in developing as people 

(overcoming personal difficulties etc.) 

Be involved deeply in all aspects of school life 

Be a good P.R.O. for the school with the public 

Provide good example for school mrtes - obedience to the rules 

- exercise of initiative 

- being true to own 

convictions and claims 

- christian team work 

Accept responsibilities and c arry them well. 
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