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Abstract  

This study is about adolescent leadership. The secondary school in which this study 

took place has as its motto Learning to Lead. To assist in this task of ‘Learning to 

Lead’, the author of this research designed and implemented a one semester-long 

leadership course for the school’s Year 10 cohort. 

The aim of this study is to examine the leadership understandings of adolescent boys 

(aged about 15 years) who attended this secondary school course on leadership. In 

doing so, this study also aims to provide an evaluation of this leadership course. The 

study specifically addresses two characteristics of boys, first their perception of their 

competency of their leadership behaviour (the praxis application of leadership), and 

second, their cognition and knowledge of leadership addressed in the leadership course. 

Two theoretical frameworks are applied here. First, a modified version of Bass and 

Avolio’s (2000) Multifactor Leadership Questionnaire (MLQ), was adapted to explore 

the boys’ levels of perception of their leadership behaviour. Second, Anderson and 

Krathwohl’s (2001) framework for Learning, Teaching and Assessing, was used to 

explore the boys’ cognition and knowledge about leadership. 

Of a population of 158 adolescent Year 10 boys aged about 15 years, 26 boys attended 

this one semester course on leadership. The two instruments identified were 

administered to all boys as pretest and posttest instruments over one semester. 

Leadership behaviour was explored using the modified MLQ. Next, an essay was 

written by the boys to explore their leadership cognition and knowledge. A paired-

samples t-test was conducted to evaluate the impact of the intervention on students’ 

scores on their behaviour, cognition and knowledge about leadership. 

The data revealed that the leadership course enhanced the leadership students’ 

leadership behaviour, cognition and knowledge. First, students developed a perception 

of their own leadership behaviour, and second, students demonstrated a higher level of 

thinking of cognition and knowledge of leadership. In practical terms, these findings 

provide evidence to justify the implementation of the leadership course in teaching the 

subject of leadership to adolescent boys. The data will be useful to provide guidance for 
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any future modification to a leadership syllabus and evaluation of the Adolescent 

Leadership Curriculum they studied. 
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Chapter 1. Introduction 

At the commencement of every school year, many principals and teachers in secondary 

schools throughout Australia nominate their senior student leaders to attend a leadership 

course to prepare them to lead the student body for the coming academic year (Hawkes, 

2005). The duration of such a course may range from one day to five days. Some 

schools may employ qualified external specialists from professional leadership 

development companies to lecture these students on the subject of leadership (Hawkes, 

2005). Some specialised leadership companies have been known to consolidate such 

lectures and their discussions with leadership games, leadership movies and high-profile 

guest speakers. However, for this designated leadership conference, the follow-up of the 

leadership instruction is often insignificant or non-existent (Hawkes, 2005). Due to 

limited finance for such courses, some schools then use internal resources such as 

school teaching staff. These follow-up courses are often administered on the school 

premises rather than elsewhere in the community. 

In response to the inadequacies found in the leadership program provided at a private 

secondary school in southeast Queensland, Australia, where the researcher was 

employed, a discussion with the Headmaster generated a leadership curriculum to be 

written by the author. The outcome was a course called Leadership Studies (see 

Appendix A, p. 1577). The new curriculum was to be taught over one semester (20 

weeks) to Year 10 students aged about 15 years who would volunteer for this subject. 

The theoretical and practical course was implemented in 2005. It was an innovation in 

the secondary school curriculum in Queensland, not known to be used in any other 

secondary schools in the state of Queensland or the Commonwealth of Australia. 

The introductory chapter of this thesis will explain the focus of this research, present the 

two research questions along with the two hypotheses, the rationale for this study, the 

definitions used in this research, and conclude with a thesis summary. 

1.1. Focus of research 

There were two objectives of this leadership studies course. One purpose was to teach a 

theory of leadership, and the other was to introduce the practical applications of 
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leadership. However, over the last five years, the researcher had undertaken evaluations 

of both objectives and assessments of the outcomes of this Year 10 Leadership Studies 

course, but has recently realised the need for an examination of specific results with a 

more conceptual basis to address adolescent boys’ perceptions of their leadership 

behaviour (the practical application), as well as their cognition and knowledge of 

leadership. The secondary purpose of this study was to provide an evaluation of the one 

semester-long Leadership course implemented in a Secondary School in Queensland, 

Australia to these Year 10 students. 

1.2. Research questions 

The study aimed to examine the perceived and exhibited leadership characteristics of a 

sample of 15-year-old adolescent boys who attended a one-semester long secondary 

school course on leadership. These characteristics were examined using two research 

questions. The first research question addressed adolescent boys’ perception of their 

own leadership.  

Does the impact of a school-based leadership course with adolescent 

boys have them identifying an approach towards transformational 

leadership? 

In response to this question, the data collected were quantitative data since the modified 

Bass and Avolio’s (2000) Multifactor Leadership Questionnaire collected only 

quantitative data. The second research question addressed the concept of leadership 

exhibited by these adolescent boys.  

Does the impact of a school-based leadership course with adolescent 

boys have them identifying the concepts of leadership in terms of high 

levels of cognition and, high levels of knowledge? 

Anderson and Krathwohl’s (2001) theoretical framework for learning, teaching, and 

assessing was used here for collecting quantitative data for this second research 

question. 
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1.3. Focus and purpose of research 

The study focused on a population of Year 10 boys (N = 26) and their Year 10 

leadership course. This study specifically explored two characteristics of this cohort of 

158 boys; first, their perception of their leadership behaviour (the praxis application of 

leadership), and second, their exhibition of cognition and knowledge of leadership. The 

literature on leadership showed that evidence of leadership style competencies could be 

measured and analysed at both the individual and the organisational (school) levels (van 

Linden & Fertman, 1998; Winter, Neal, & Waner, 2001). This research focused only on 

the individual level. In this thesis, two instruments were used in a mixed method 

approach to gather quantitative data. 

First, the theoretical model of transformational leadership (Bass & Avolio, 2000) was 

tested using Bass’s (1985) research instrument called the Full Range Leadership Model 

to assess quantitatively, the leadership styles which are predominantly behavioural, 

identified by a sample of adolescents studying this Secondary School Adolescent 

Leader’s course. 

The first instrument was a modified version of Bass and Avolio’s (2000) Multifactor 

Leadership Questionnaire (MLQ). To enable the adolescent boys to perceive their 

analytical levels of leadership behaviour namely, transformational, Bass and Avolio’s 

(2000) MLQ was adapted by the researcher to suit Australian Year 10 boys’ linguistic 

and vocabulary usage of the 20 questions about transformational leadership (see 

Appendix C, p. 16061). These Full Range Leadership questions, using this modified 

version of the MLQ, aimed to identify a level of leadership behaviour in adolescents, 

namely transformational leadership. 

Second, adolescents’ understanding of leadership was measured quantitatively to 

diagnostically explore a possible link between their cognition and knowledge of 

leadership using Anderson and Krathwohl’s (2001) theoretical framework and their 

evidence for the cognitive and knowledge characteristics of leadership (Yukl, 2010) at 

this young age. 
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1.4. Rationale for the study 

Adolescence is a significant phase in a young person’s life (Berger, 2014). It has long 

been viewed as a time when individuals begin to explore and examine the psychological 

characteristics of self to discover who they are, and how they fit in the social world they 

live in (Berger, 2014). Adolescents begin to separate themselves in their self-

identification from their parents, develop their own identity, and take on new 

responsibilities as independent thinkers. Steinberg (2001) refers to this period as the 

storm and stress years of adolescence. The process of adolescence has been formally 

regarded as one of individuation, independence, autonomy, and detachment (Freud, 

1958; Frost, Durrant, Head, & Holden, 2000). Psychoanalytic theorists have advocated 

that freedom and detachment from parents is necessary for the healthy development of a 

sense of identity (Bloom, 1956; Freud, 1958; Frost et al., 2000). 

Adolescence usually covers the ages from about 11 to 17 (Berger, 2014). During the 

early stages of adolescence, usually, from ten to 12 years of age, adolescents define 

themselves by what they can do and by the competencies they possess (Shaw, Erickson, 

& Harvey, 2011). Older adolescents, from 12 to 15 years of age, start to clarify their 

role in the world and define their individuality. They look for role models and heroes 

and try to integrate aspects of those ideals into their value system (George & Alexander, 

1993). Identity formation continues into late adolescence but does not fully develop 

until early adulthood (van Linden & Fertman, 1998). Boys transition from early to 

middle adolescence between the ages of 11 to 15 years of age (Steinberg, 2001). During 

this transition stage, boys and girls also go through a critical, and yet tumultuous time in 

their lives (Steinberg, 2001). This phase is suggested by Furman, Simon, Shaffer, & 

Bouchey (2002) to be one of transition, from being a child to that in an adult-like state. 

This state is also a significant time where the young child emotionally separates from 

his/her parents and begins to establish his/her independent self (Furman et al., 2002). 

Anderson and Adams (2016) suggest that the adolescent stage begins at about eight 

years of age and ends as the youth matures into early adulthood. This identity does not 

notice others’ (often competing) needs. Keegan calls this stage Self-Sovereign because 

at this stage the adolescents’ needs are primary and exclusive only to themselves and 

relate to others’ necessities primarily to get their own needs met (Keegan & Lahey, 

2009). They seem not to understand how to make others’ necessities equally crucial to 
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their needs. Anderson and Adams (2016) aptly call this early period of leadership 

development egocentric leadership. 

Adolescence is the period when both boys and girls in these formative years are 

significantly influenced by the accelerated changes of puberty and sexual development 

(Goldman & Collier-Harris, 2012), are maturing and establishing their individuality, 

unique personalities, self-esteem, self-confidence and enhanced inter-personal 

relationships (Berger, 2014). It is also a critical time for adolescents to be mentored by 

school teachers and parents in crucial life skills such as critical thinking (Bowell & 

Kemp, 2002), clear communication, decision-making, realistic goal setting, efficient 

problem-solving skills and intra-personal and inter-personal skills (Berger, 2014). Thus, 

a leadership development program taught in secondary schools, may be a valuable 

instrument to help teenagers develop such essential life skills (Berger, 2014). 

School student leadership as written by van Linden and Fertman (1998) in their 

pioneering publication Youth leadership: A guide to understanding leadership 

development in adolescents, offers a critical role in foundation building for each’s future 

(Covey, 2008; van Linden & Fertman, 1998). As contemporary communities face a 

multitude of social, technological, demographic and economic changes, society’s ability 

to respond to these pervasive changes will depend on the quality of leadership 

demonstrated at all levels of organisations (Jackson & Parry, 2008; van Linden & 

Fertman, 1998). With developments in politics, business and corporate decision-

making, there seems to be a need for an educated nucleus of leaders to be committed to 

changes for the common good (Northouse, 2004). Studies show that active leaders 

deliver results that are beneficial for society (Collins, 2005). Studies also show that 

effective leaders have high degrees of confidence, show concern for others, and display 

high levels of loyalty (Jensen & Luthans, 2006; Paunonen, Lonnqvist, Verkasalo, 

Leikas, & Nissinen, 2006). To prepare a generation of leaders who will be adaptable in 

businesses and communities, it is essential that dedicated leadership skills are developed 

and refined in young people as early as secondary education (Northouse, 2004); that is, 

the adolescent years. 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

6 

1.5. Significance of this study 

The proposed research here addresses three apparent gaps in the adolescent leadership 

development literature (Arnett, 2004). First, this project aims to contribute to adolescent 

leadership theory, which is relatively understudied. In theoretical terms, this research 

seeks to add to the ever-growing body of leadership literature by developing a multi-

factor approach to adolescent leadership, which has not been found in the literature. 

Very little progress has been made in adolescent studies and in making predictions of 

levels of behaviour, cognition and knowledge in adolescent leadership or grouping 

adolescents’ effects into cognitive and rational action. 

Second, the findings may be used to diagnose the learning that has occurred in a 

secondary school-based leadership development academic curriculum program. Many 

leadership studies have been aimed only at adult leadership training and development 

level. The data from this research are expected to provide comprehensive theoretical 

and empirical findings on adolescent leadership including the need to know and 

understand the developmental process of adolescent leaders. The developmental process 

has the potential to be utilised to develop effective adolescent leadership programs and 

furthermore, to advance the knowledge generated in areas of leadership studies. Such 

findings may be used to identify educational outcomes that may benefit students, the 

educational institution itself and community organisations. A related result of this 

research may help to address the current imbalance in the literature between the areas of 

adult leadership and adolescent leadership. 

Third, for some students, leadership development is enhanced through their 

involvement in other community organisations such as church groups, sporting clubs, or 

through part-time employment. However, attendance at secondary school is obligatory 

for adolescents. It is imperative to note that the secondary school has the added 

responsibility of offering the potential of providing and developing the leadership 

capabilities of all students (Whitehead, 2009). Youth development is a purposeful 

venture, an intentional course of engaging in positive results for young people through 

practices and activities which are prepared and deliberate with possible outcomes to 

work for. 
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1.6. Youth leadership development 

Any educational youth development program should include leadership development as 

part of a broad array of activities. Much of the research literature indicates that 

leadership can be learned (Boyd, 2001; Montemayor & Cortez, 2007; NCSET, 2002). 

Two characteristics of practical experiences have been consistently revealed in the 

research (Lambrecht, Hopkins, Moss, Finch, Crane, & Bruce, 1997). They are: first, a 

participant’s placement in a variety of challenging situations with problems to solve and 

choices to make under conditions of risk, that is, experiential learning; and second, a 

supportive environment with positive role models and mentors who provide counsel and 

support to participants (Lambrecht et al., 1997). 

Combining experiential learning with the opportunity to put knowledge and skills into 

action, that is practice, has been found to be an effective method for teaching leadership 

skills (Boyd, 2001). For instance, practical experiences provide the opportunity to face 

the challenge of new and/or complex tasks or problems; the chance to learn new ideas, 

practices, insights; the chance to apply and practise skills and knowledge; 

encouragement and confidence building; and provide exposure to positive role models 

(Lambrecht et al., 1997). Participating youth in formal and informal leadership activities 

had higher levels of self-efficacy than youth with no leadership activities, and that the 

level of self-efficacy was directly related to the number of leadership activities (Sipe, 

Ma, & Gambone, 1998). Anderson and Adams (2016) call this change a “higher-order 

structural design principle” which is established to relate the self to the world (Anderson 

& Adams, 2016, p. 61). What was not possible in the earlier leadership stage now 

becomes achievable through guidance. Through the support of a mentor an adolescent 

leader may handle more complexity with greater ease and less energetic cost. This 

higher-order structural principle is a foundation towards a higher level of mastery for an 

adolescent leader. Research established by Benson and Saito (2001) about adults who 

had participated as mentors in voluntary youth organisations showed them more likely 

to be employed, report higher incomes, be involved in civic and community services, 

and attain higher education levels. 

In some Australian secondary schools, opportunities for leadership development are 

provided using sport and school community programs for students (Berger, 2014; 

Hawkes, 2005). However, student participation in these programs is often limited to 
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school positional leaders, such as sports captains, with the support of coaches who are 

responsible for sports teams, or extra-curricular clubs such as debating and community 

service programs (Hawkes, 2005). While many of these adolescent positional leaders 

appear to demonstrate leadership abilities such as in their behaviour, cognition and 

knowledge, their election to these positions by other students is often due to peer 

popularity which is sometimes dependent on individual inter-personal relationships 

(Hawkes, 2005), rather than leadership cognition and knowledge or leadership skills. 

Teenagers who actively engage in the process of their leadership development may 

provide current advantages for their schools, as well as continuing benefits for their 

communities (Groundwater-Smith, Ewing, & LeCornu, 2011). That is, keeping interests 

in these practices may be indirectly initiated and generated by the secondary school in 

helping to provide a leadership education for the student through to their family, 

business and the community. Therefore, the need for leadership development might be 

addressed using an efficient and effective school curriculum to help prepare adolescents 

with the kinds of knowledge, skills, competencies and personal qualities that adulthood, 

career, business and industry need. In the United States of America, a survey by Carter 

and Spotanski (1989) found that nine of the top ten personal qualities that employers 

request scored higher academically in university students who had received formal 

leadership training, compared to those who had not received leadership training. Those 

successful students of leadership courses assimilated leadership skills such as decision-

making, exhibited influence behaviour, and values in commitment and project 

management in the community and business in diverse organisations. In developing 

such competent responsibilities, many students employed in part-time positions 

demonstrated that these abilities could be powerful resources in reinforcing appropriate 

and ethical attitudes for their peers and their behaviours and also to be agents of positive 

change in future global businesses and communities (Ricketts & Rudd, 2002). 

1.7. The need for leadership education 

According to Bennis and Nanus (1985) in their seminal book Leaders: The strategies 

for taking charge, and Anderson and Adams (2016) most people have the potential for 

leadership. One reason why leadership appears to be lacking in contemporary society is 

that many people may not understand the art of exhibiting leadership (Jackson & Parry, 

2008). Secondary schooling in Australia is currently faced with the challenge of 
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providing young people with opportunities for leadership and personal development for 

their career and societal success (Hawkes, 2005). Employers are more interested in 

adolescents who are leaders (van Linden & Fertman, 1998). 

In a USA National Association of Colleges and Employers study (2000), a list of the top 

ten personal qualities that employers seek was identified (see Table 1.1). Using these 

personal qualities, a comprehensive formal Leadership Education Curriculum has been 

developed and used as an appropriate behavioural, cognitive and knowledge foundation 

in some high schools in the USA, for example, John F. Kennedy High School in Silver 

Spring, Maryland (van Linden & Fertman, 1998). At that high school, students 

themselves organise and direct a Leadership Centre in which they are actively involved 

in designing and implementing leadership programs and projects. “They work with each 

other to turn negative peer influence into a positive developmental experience. Most 

important, they help shape the perspectives of their teachers on what they are fully 

capable of accomplishing” (Avolio & Bass, 2002, p. 26). 

Table 1.1 Top ten personal qualities employers seek 

Rank Personal quality 

1. Communication skills 

2. Motivation/initiative 

3. Teamwork skills 

4. Leadership skills 

5. Academic achievement 

6. Interpersonal skills 

7. Flexibility skills 

8. Technical skills 

9. Honesty/integrity 

10.* Work ethic 

Analytical/problem-solving 

Note. *Tie for 10th place. Source: USA National Association of Colleges and Employers study (2000). 

 

In a United Kingdom study in 2006, modern developments in pedagogy associated 

leadership with learning, clearly for young people as well as adults, through employing 

dominant cognitive and metacognitive approaches to assessment for learning and 

feedback (Fielding & Bragg, 2003; Raymond, 2001). More importantly, students were 

beginning to be seen in some classrooms and schools as collaborators in their learning, 

and actively choosing projects to study as students, as researchers or as co-researchers 
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with teachers (Fielding & Bragg, 2003; Raymond, 2001). These developments 

generated a new leadership theory that acknowledges that effective leadership may be 

best delivered through student collaboration rather than individually. 

In the U.K. in 2002, Jones, Huber and Pollard (2003) undertook a national study of 

student leadership in English schools. Their survey consisted of 1100 staff and students 

from 157 schools. Follow-up interviews and workshops were also conducted in ten 

schools. That study found low levels of awareness and discourse about leadership and 

ideas on how different members of the school might contribute to effective leadership. 

Four schools were involved as case study schools and were participating because their 

work on students’ voice was recognised as progressive. These four schools emerged as 

having highly dispersed leadership structures. However, the students in these four 

schools did not consider their duties to be seen as exercising leadership but rather 

involvement (Jones et al., 2003). Traditional approaches to student leadership through 

the prefect systems, student librarians, House Captains and Vice Captains, and student 

members of school councils are shown to involve only small numbers of school 

students. The United Kingdom study conducted by Jones et al. (2003) found: 

…only six percent of the student respondents reported holding such 

‘formal’ leadership positions. Almost all schools had sports teams, but 

only 14 percent of student respondents had played a leading role in 

them, and 76 percent said that they had never had a leading role in 

extra-curricular activities. Position-based leadership thus involves 

only a minority of the student body. However, participation rates for 

in-class leadership activities were much higher. For example, 68 

percent of student respondents had led small group work in class. 

Most students did have opportunities to exercise leadership in schools, 

but such activities were rarely recognised or discussed in such terms. 

(Jones et al., 2003, p. 67). 

Where student leadership opportunities are usually set up in a school environment, 

activities often depend on the advocacy and encouragement of individual teachers. 

These staff members are often supported by their colleagues and the school 

administration. 
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1.8. Leadership is a valuable subject to teach to 

adolescents 

Leadership is fundamentally essential because humans are social creatures (Northouse, 

2004; Rost, 1993). Humans frequently work and play cooperatively or competitively in 

groups or teams. It is leadership that facilitates human interactive processes (Bass & 

Stogdill, 1990). Leaders provide focus and direction in group processes and use 

influence to inspire and motivate followers towards the achievement of goals. Leaders 

affirm shared values, foster collaboration, envision the future, recognise contributions, 

and initiate and help maintain structures (Kouzes & Posner, 2007). 

The task of effective leadership to deliver constructive organisational outcomes is well 

recognised (O’Neil & Marsick, 2007). Useful leadership courses have been developed 

to successfully assist organisations to confront a challenging external environment 

(Avolio, 1999; Collins, 2001); achieve desired structural changes in corporations (Bass, 

2000; Kotter, 1996); develop collaborative cultures in organisations (Fullan, 2001; 

Sergiovanni, 2004); and make a significant contribution to the betterment of the wider 

community (Greenleaf, 2002; Pepper, 2007). 

In contrast, the consequences of bad leadership (Kellerman, 2004), narcissism 

(Maccoby, 2007), destructive leadership (Shaw, Erickson, & Harvey, 2011), and 

emotional incompetence (Beatty, 2000) are well recognised in the leadership 

environment (Kellerman, 2004) because they have detrimental effects on productivity 

and follower morale. The term follower is commonly used in the Leadership literature 

(Northouse, 2004; Rost, 1993), and will continue to be used here. 

The characteristics of adolescent leadership have limitations by comparison with those 

of mature leadership (Burchard, 2009; van Linden & Fertman, 1998). For example, 

adolescent leaders have limited experience of leadership. Adolescents do not have the 

depth of experiences in decision-making, critical thinking, communication, goal setting, 

and problem-solving skills, and many other characteristics that more experienced adult 

leaders would confidently use to handle their business and community experiences 

(Burchard, 2009; van Linden & Fertman, 1998). Adolescents also differ in 

socioeconomic status, ethnicity, learning styles, personality types, gender experiences of 

modernity and technology, and in educational skills and values (van Linden & Fertman, 
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1998). However, adolescents may share specific common characteristics that aid in 

achieving the objectives of a dedicated school leadership curriculum. For example, their 

desire to be independent of parents, their need for a time of self-discovery, their 

unpredictability, and their need for a time of exploration (van Linden & Fertman, 1998). 

1.9. Definitions of leadership 

Leadership is a human characteristic that has been a topic of interest to historians and 

philosophers since ancient times, dating back to at least the times of Plato (Goffee & 

Jones, 2000). However, research into leadership appears to have been published in 

academic literature only from about the beginning of the 20th century, but since then 

has generated a vast array of adult leadership literature mainly emanating from, and 

focused on, the USA. Many of the definitions of the concept of leadership found in this 

literature vary greatly. Stogdill in his seminal Handbook of Leadership: a survey of 

theory and research (1974, p. 259) notes that “there are almost as many definitions of 

leadership as there are persons who have attempted to define the concept”. Definitions 

of leadership usually involve a leader, followers, a scenario, and the ability of one 

person to influence others to achieve specific results. Definitions of leadership usually 

include the typical characteristics of behaviour, cognition, and knowledge. 

The Michigan State University Extension Service program on positive role models for 

youth, for example, is based on the 4-H Leadership Program where 4-H stands for 

Head, Heart, Hands and Health. That program suggests that leadership involves three 

common themes: 

1 Shared leadership assumes that everyone has leadership qualities that can be 

pooled and drawn upon as needed when working with others on a common goal; 

2 Leadership describes networks of relationships that are built upon concepts of 

empowerment, participation, partnership, and service; and 

3 Leadership envisions the community as the setting in which variations of 

leadership relationships such as business, family and private organisations take 

place (Sandman & Vendenberg, 1995). 
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The leadership development underlying these themes is characterised by the growth of 

individuals’ capacities to facilitate personal, community, and organisational 

development using behaviour, cognition, and knowledge. 

Leadership may also be conceptualised as an ethical relationship between leader and 

followers. Ciulla argues that leadership “is not a person or a position. It is a complex 

moral relationship between people based on trust, obligation, commitment, emotion, 

and a shared vision of the good” (Ciulla, 2004a, p. xv). 

Another conceptualisation of leadership with a different pragmatic focus is defined 

regarding “the ability to make decisions that affect change and bring people with you 

through change” (Victorian Office of Women’s Policy, 2004, p. 1). Further, Mayo and 

Nohria (2005) who focus on an evaluation of business organisational history discuss 

leadership involving a person’s ability to produce organisational change. They 

examined the situational aspect of business leadership and suggested that the most 

influential people are those who have had a prepared foundation, namely undertaken a 

leadership development program. 

1.9.1. Definitions of adolescent leadership 

Many researchers of leadership have based their studies on the differences between 

adolescent or nascent leadership, and experienced developed adult leadership, also 

called adult leadership. The significant differences between these two generations of 

leadership relate to adult leaders “having the capability of (1) understanding task-

relevant information, (2) more likely to cease solutions that are not likely to work, and 

(3) more aware of the degree of difficulty of new problems” (Ford & Kraiger, 1995, pp. 

8–9). 

Adolescent leadership appears to differ from adult leadership. Adolescent leadership is a 

distinct area of youth development with a primary focus on mastery of specific 

competencies necessary for effective leadership (Burchard, 2009; van Linden & 

Fertman, 1998). Some of these competencies include responsibility, teamwork, and 

vision. The definition of adolescent leadership may then be conceptualised as a broad 

concept related to the knowledge, skills, attitudes, and aspirations exploited by an 

adolescent in influencing, motivating, inspiring and otherwise causing desired actions 
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and reactions by others (van Linden & Fertman, 1998). This definition integrates with 

the basic foundations of leadership mentioned earlier, where these essential 

competencies appear to be measures of new leadership principles, which are linked with 

the growth of adolescent leadership. 

However, for adolescent leadership, key learning strategies may be focused in school 

programs offering young people supports and opportunities to: 

1 participate actively in the planning, decision-making, and implementation of 

the programs in which they are involved, 

2 engage in frequent and regular contact with adults who model responsible 

behaviour, as well as 

3 provide ongoing validation and support for adolescents’ active involvement 

(van Linden & Fertman, 1998, pp. 135–136). 

In these adolescent leadership programs, skills such as working with others in areas like 

brainstorming, decision-making and setting goals are frequently taught (Boyd, 2001). 

That is, these characteristics include behaviour, cognition, and knowledge of leadership. 

Adolescent leadership development “experiences” are similarly defined as “any relevant 

learning experiences or setting in any environment gained by individuals to facilitate the 

development of leadership” (van Linden & Fertman, 1998, p. 48). What is learned from 

teachers as role models may be considered an example of leadership development. 

Northouse (2004) notes that “the individual acquires emergent leadership through other 

people in the organisations who support and accept that individual’s behaviour. A type 

of leadership is not assigned by position, but rather it emerges over a period through 

communication” (Northouse, 2004, pp. 3–4). 

The definitions and comments of adolescent leadership by Boyd (2001), Northouse 

(2004) and van Linden and Fertman (1998) indicate that such conceptualisations of 

development are focused on behaviour, cognition and knowledge. These objectives 

include the ability of people to lead themselves and work with others with some 

emphasis on influencing others to behave in a specific manner (ERIC Clearinghouse on 

Disabilities and Gifted Education, 1990). However, other definitions frequently 

characterise adolescent leadership as including a young person’s ability to predict a goal 
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or change needed, and/or to take initiative action to achieve the goal, to take 

responsibility for outcomes, and to work well with, relate to, and effectively 

communicate with others (Kouzes & Posner, 2008). Many definitions of adolescent 

leadership appear to identify two characteristics, namely internal (intra-personal) skills, 

and external (inter-personal) skills. These are referred to as Intra-personal Intelligence 

and Inter-personal Intelligence by Gardner (1999a). With these terms as essential 

additions to the adolescent leadership program, it becomes necessary to consider how 

leadership educators may most efficiently develop adolescent knowledge, skills, 

competencies, goals, and attitudes towards leadership. Historically, during the first two 

millennia, leadership was considered an adult-focused concept, and little attention was 

given to leadership development of youth. In this new century, it is vital that both youth 

and adults participate in leadership development programs (Burchard, 2009). 

A two-part definition of intra-personal and inter-personal skills of adolescent leadership 

is used in this thesis. That is, that adolescent leadership includes: 

1 The ability of an adolescent to guide or inspire team members or followers 

through a course of decisive action, influence the behaviour of team 

members or followers, and guide them by leading by example, that is, the 

inter-personal behavioural skills; and 

2 the ability of an adolescent to evaluate his/her strengths and weaknesses, to 

set immediate and long-term continuing goals and have the personal skills to 

achieve both purposes, that is, the intra-personal cognitive and knowledge 

skills (Gardner, Avolio, Luthans, May, & Walumbwa, 2005). 

1.10. School adolescent leadership course 

A school adolescent leadership development course, then, is conceptualised here as a 

program that focuses on adolescent leadership development of behaviour, cognition and 

knowledge characteristics. For example, Cox (1998) explored possible everyday 

occurrences in adolescent background experiences. Using a stratified sample of 410 

current and established leaders in the United States, she identified seven skills essential 

for the individual leadership development in her sample population. They were: 

collaborative experiences, own characteristic development experiences, having mentors, 
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employment experiences, group leadership experiences, formal education, and 

significant life experiences. Cox (1998) found that her sample of leaders tended to be 

more highly educated than the general population, to have been active in organisations 

in their youth, and to have mentors and role models nurturing their development (Cox, 

1998). These include behaviour, and cognition and knowledge. These characteristics 

collectively are likely to have a positive impact on adolescents’ personal goal setting 

and community involvement (Ferber, Pittman, & Marshall, 2002). These seven 

identified experiences seem to support the ten personal qualities recognised by 

employers shown in Table 1.1 (p. 9). The lists by Cox and the National Association of 

Colleges and Employers suggest skills and conditions as a series of tasks an adolescent 

leadership course would undertake to achieve. 

Adolescents who are actively engaged in the community, willing to participate in a 

public activity, and able to navigate the community environment are likely to ultimately 

become proactive adults who participate in the quality development of the broader 

community (Groundwater-Smith et al., 2011). In their seminal book van Linden and 

Fertmans understand and appreciate the complexity of leadership as a prerequisite to 

supporting and challenging teenagers to be the best leaders they can be (van Linden & 

Fertman, 1998). Adolescents often demonstrate the desire to learn to lead, and 

numerous adolescents observe and imitate well-known role models (van Linden & 

Fertman, 1998). In some Secondary Schools, many adolescents request mentoring (van 

Linden & Fertman, 1998). Teenagers learn to be leaders by observing the people around 

them act as leaders. Leadership is learned by watching, imitating, and practising with 

people. It involves trial and error and learning from mistakes and success alike (van 

Linden & Fertman, 1998). 

However, not all adolescent leadership emerges from definite sources. As will be 

outlined in Chapter 2, evidence implies there remains some common definable social 

structure where naturally selected leaders are created from one of two prototypes known 

as pro-social and anti-social (Miller-Johnson et al., 2003; Rodkin & Farmer, 2000). The 

additional information involves a separation that may not be perceived by educational 

administrators. They are responsible for the selection of secondary school leaders and 

are not likely to employ methods of leadership recognition accommodating anti-social 

leadership. 
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Overall, many secondary school educators appear to be keenly interested in adolescent 

leadership. In some secondary schools, there is a great deal of academic support for 

aspiring adolescent leaders (Hawkes, 2005). Despite the abundance of literature on adult 

leadership, adolescent leadership has presented a significant challenge to secondary 

school teachers, principals, school administrators and parents of adolescents, and, also, 

researchers interested in understanding the nature of adolescent leadership. The major 

challenge may well be due to the limited research and published literature in the areas of 

adolescent leadership development programs. The study of adolescent leadership is thus 

an essential component of understanding the concept of contemporary youth leadership, 

and also following contemporary adolescents themselves. The study of adolescent 

leadership is also an essential issue for helping secondary school educators to 

understand adolescents and their developing competencies to enhance their future 

communities. Adolescent leadership appears to be a socially and educationally highly 

valued characteristic that is especially complex. This study aims to explore that 

complexity. 

1.11. Thesis structure 

The structure of this thesis consists of eight chapters. Chapter 1 has provided an 

introduction to the thesis. Chapter 2 Background offers a context of leadership and 

addresses why this category of leadership needs to be researched and addresses the 

rationale and justification for this study. 

Chapter 3 Literature review provides an examination of the literature found on the 

relationship between the concepts of leadership, leadership development and adolescent 

leadership development programs. 

Chapter 4 Theory examines two theories relevant to the specific research questions 

identified earlier in this chapter, about a leadership curriculum for adolescent 

leadership. The first theory is a contemporary model of leadership focusing on 

behaviour called the Full Range Leadership Model (FRLM) The system is used to 

identify the leadership behaviour of the adolescent students. Chapter 4 also examines 

the instrument employed in this model called the Multifactor Leadership Questionnaire 

(MLQ), its history, and the composition of the MLQ. Included in this chapter are 

analyses of the literature of Bloom’s Taxonomy and Bloom’s Revised Taxonomy. The 
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revised taxonomy is the foundation for the second instrument, Anderson and 

Krathwohl’s theoretical framework and its importance for cognitive and knowledge 

characteristics of leadership. 

Chapter 5 Methodology covers the ethics, research method, hypotheses, sample, 

sampling frames, the two instruments used namely the Multifactor Leadership 

Questionnaire and Anderson and Krathwohl’s theoretical framework, the collection of 

data procedure, and data analysis. Chapter 6 Results provides the results of the analyses 

of the data from both the Modified-Multifactor Leadership Questionnaire and the 

Leadership Essay. Chapter 7 Analysis and discussion provides an analysis and 

discussion of the data found in the research. Chapter 8 Conclusion reviews the results of 

the research project in light of the stated aims of the research and the two research 

questions. 
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Chapter 2. Background 

This chapter addresses contexts of leadership and provides the rationale and justification 

for this study. Chapter 2 also addresses the concept of adolescent leadership, the use of 

resources to develop adolescent leaders, the school culture and its influence both on 

adolescent leadership, and the significance of the study. Also included in this chapter is 

an analysis of the teaching of leadership in Australian secondary schools as an academic 

subject. 

Many Australian secondary school teachers and parents have often shown interest in 

student leadership in schools and community settings (Groundwater-Smith et al., 2011). 

While there has been a range of school programs on leadership development and 

training of young people implemented in secondary schools (Hawkes, 2005), there 

remains a need for focused research into what young people understand leadership to 

be, and how young people can develop their leadership behaviour in order to become 

effective community and business leaders (House & Aditya, 1997). 

This investigation focuses on two research questions. First, 

• Does the impact of a school-based leadership course with adolescent 

boys have them identifying an approach towards transformational 

leadership? And second,  

• Does the impact of a school-based leadership course with adolescent 

boys have them identifying the concepts of leadership in terms of high 

levels of cognition and, high levels of knowledge? 

2.1. Rationale 

This research is focused on adolescent leadership; specifically, on the behavioural, as 

well as the cognition and knowledge, characteristics of adolescent boys. Many adults 

are not quite sure how leadership develops in adolescents (Anderson & Adams, 2016; 

Popper, 2012; van Linden & Fertman, 1998). However, even if adults do not quite 

understand how to help adolescents become aware of their leadership skills, these skills 

seem to be valued by parents in the home, and by teachers at school where they may 

assist the education program through the development of a teacher-adolescent 
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partnership (Culp & Cox, 2002). The degree to which parents interact with their 

adolescent children in a transformational manner influences the extent to which these 

adolescents themselves embrace these behaviours (Zacharatos, Barling, & Kelloway, 

2000). Nevertheless, the concept of leadership is intangible because adolescents and 

adults alike do not give the impression of defining their work and community roles 

regarding leadership. Many adults do not perceive themselves as exercising their 

leadership skills in all parts of their daily lives. Similarly, adolescents might concede 

that they influenced a friend’s point of view on an individual subject (Anderson & 

Adams, 2016; van Linden & Fertman, 1998). 

A longitudinal study on leadership development was conducted by Cooper, Healy, and 

Simpson (1994) over a four-year period in the USA. The study was administered and 

evaluated to 256 students aged 13 to 17 years. The investigation found significant 

developmental differences between leaders and non-leaders. Involvement in student 

organisations in leadership roles correlated with enhanced academic experiences 

(Cooper et al., 1994). Such a study indicates that leadership development is essential to 

the educational skills and enhances the cause for selection of a leadership theory 

integrated into such a curriculum (Holland & Andre, 1999). Gottfried et al. (2011) 

conducted a USA longitudinal study on the motivational roots of leadership from 

childhood to adulthood. Their research revealed that intrinsic academic motivation in 

childhood and adolescence provided a developmental motivational foundation to lead in 

adulthood (Gottfried et al., 2011). To define intrinsic academic motivation, the term 

intrinsic motivation must first be defined. It involves enjoyment of activity itself 

without receipt of apparent consequences (Gottfried, 1985; Ryan & Deci, 2002). 

Academic intrinsic motivation relates to inherent motivation for school learning 

(Gottfried, 1985). The findings by Gottfried et al. (2011) revealed that: 

Children and adolescents who are advanced in intrinsic academic 

motivation have motivational qualities that may be part of the cause to 

future leadership including an itinerary towards mastery; curiosity, 

diligence, task-endogeny; and engagement in demanding, 

complicated, and innovative tasks without looking for external 

incentives. Individuals who are higher in intrinsic academic 

motivation during childhood through adolescence would be expected 
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to verify higher motivation to lead, specifically if leadership roles and 

activities involve: planning a new course and change; persistence in 

the face of challenging events; challenging and unusual situations and 

tasks; and satisfaction of leadership by itself without expecting 

external rewards or privileges, that is, for the sake of leading by itself. 

(Gottfried et al., 2011, p. 515). 

Generalising from these findings and principles, it appears that children can be exposed 

to family or school environments that encourage intrinsic academic motivation, which 

means that they may be more likely to be highly motivated to lead in adulthood. For this 

reason, the maturity of successful and stimulated children may well present a foundation 

for future leaders who demonstrate behavioural characteristics, as well as cognition and 

knowledge characteristics of leadership. 

2.2. Adolescent leadership 

Adolescents are aged about 12 to 18 years. They are the future leaders of our society 

and the globe. Many of them, while studying at school, have part-time employment, 

which is an environment that may promote leadership development (Hawkes, 2005). 

Numerous students also participate in clubs outside the school, for example, church and 

sporting clubs. Many adolescents also involve themselves in secondary school sport. 

Secondary school sports predominantly include rugby and cricket for males to touch 

football and basketball for females. These social environments, inside and outside the 

school, may provide the ideal milieu for adolescent leadership development. 

When dealing with the concept of secondary schools and their adolescent leadership 

development, the question of who emerges into leadership roles is an important topic 

and highly appropriate (Hawkes, 2005). In order to understand leadership emergence 

during adolescence, it is useful to determine how usual selection of leaders occurs 

among peer groups, since leaders only lead with the consent of followers (Carmeli & 

Schaubroeck, 2007; Carter, Bennetts, & Carter, 2003; Nance & Koerwer, 2004; 

Paunonen et al., 2006; Shafritz, Ott, & Jang, 2005). It seems logical to presume that 

genuinely preferred leaders are those who have been recognised to justify a leadership 

role by their peers (Kezar & Moriarty, 2000). 
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Winter, Neal and Waner (2001) suggest that task-oriented leaders appear naturally. 

While this observation is more than likely a critical element of leadership in the task-

oriented environment of the business world, it does little to explain how leaders rise in 

the highly social adolescent world (Kezar & Moriarty, 2000). Freeman (1994) proposed 

that adolescent peer leadership may be a function of financial or inherited social 

affiliation (Freeman, 1994). However, Freeman’s proposition fails to explain the 

adolescent students who achieve leadership status but do not come from affluent 

backgrounds (Hawkes, 2005). 

2.2.1. The influence of adolescent leadership 

Observations of school teams and community clubs may suggest that adolescent-based 

peer leadership selection is diverse. However, the evidence implies there remains some 

common definable structure where naturally selected leaders are created from one of 

two models known as (1) pro-social, and (2) anti-social (Miller-Johnson et al., 2003; 

Rodkin & Farmer, 2000). These two models imply that leadership emergence among 

adolescent students presents a dichotomy that may not be evident to educators or 

leadership developers (Miller-Johnson et al., 2003). A longitudinal study of 647 high 

school students by Miller-Johnson et al. (2003) in the rural South-eastern USA, 

uncovered a vital concept; anti-social behaviour represents independence and autonomy 

to many adolescent followers. Besides, unconventional leaders have a powerful pull on 

their peer group. Conventional pro-social peer leaders, as identified and endorsed by 

teachers, were found to have lower influence (Miller-Johnson et al., 2003). 

Interestingly, that study confirmed that the anti-social leader wielded more authority and 

power and was more easily recognisable than the pro-social leader (Miller-Johnson et 

al., 2003). 

2.2.2. Adolescent leadership through peer-led mediation 

The identification of pro-social and anti-social characteristics generates some questions 

of concern in adolescent leadership. 

• First, do methods of leadership recognition accommodate anti-social 

leadership? 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

23 

• Second, are anti-social leaders who exhibit examples of high potential 

leadership, being ignored or overlooked for leadership roles due to their 

anti-social behaviour? 

• Third, how can anti-social leaders have their anti-social behaviour 

modified to accommodate pro-social styles of leadership (Bell, Coleman, 

Pearson, Whelan, & Wilder, 2000)? 

These questions have significant implications for adolescent leadership and its 

curriculum. One appropriate response to these questions is peer mediation. Peer-led 

mediation has become an integral part of teenage leadership in many secondary schools, 

current secondary school discipline techniques, and, behavioural management 

philosophies (Hawkes, 2005). Peer-led mediation is the ability of peers to influence 

other peers, with the intention to change negative behaviour (Bell et al., 2000). Johnson 

and Johnson (1995) suggest that specific methods such as this faculty-driven cadre 

approach are not particularly useful. It seems evident that anti-social leaders would have 

a more significant impact on anti-social followers. It seems equally reasonable to 

recognise a teacher or administrator’s natural inclination to select only pro-social 

leaders as peer mediators (Johnson & Johnson, 1995). 

Unfortunately, a significant component of the leadership literature concentrates on 

adolescent peer leadership from an adult perspective (Carter et al., 2003). Adolescent 

leadership development programs need to consider issues of pro-social and anti-social 

orientation if both models are to be recognised as foundations for adolescent leadership 

development (Sergiovanni & Starratt, 2007). Most students, irrespective of their social 

direction, have an underlying moral agenda (Sergiovanni & Starratt, 2007). Most 

students are more than likely to accommodate a need for group affiliation, and an 

ambition to develop life skills as a requirement for their foundation for their future in 

society (Sergiovanni & Starratt, 2007). Leadership developers design and build 

leadership development programs for the inner-world environment of the adolescent, 

and balance this against the real-world setting of complexities in conflict resolution, 

decision-making and project management (Holland & Andre, 1987). To these programs 

could be added environments such as team sports, clubs and student-led school 

activities. These agendas seem to be excellent experiential milieu for adolescent 

leadership development (Holland & Andre, 1987). 
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2.3. Adolescent leadership in the school community 

Student-based school tasks and duties may afford a foundation for adolescent leaders to 

promote leadership skills. These tasks and responsibilities may also provide a guide for 

teachers to appreciate adolescent leadership development through observation and 

mentoring. Van Linden and Fertman (1998), suggest: 

To be meaningful to adolescents, leadership development must 

consider their idealism, quest for independence, and identity 

formation. Leadership development within the framework of 

adolescents’ needs, can be a creative and useful vehicle for involving 

teens and helping them to make a difference. It focuses on providing a 

possible solution for the issues and problems that adolescents find 

essential. Leadership development gives adolescents a voice in the 

decision-making processes that affect their lives (p. 16). 

Sporting teams promote teamwork, individual and group decision-making, coaching, 

mentoring, skills development, collaboration, collegiality and competition as life skills 

development for adolescents. These team characteristics may also include pro-social 

competencies such as positive communication, intra- and inter-personal skills. Teachers 

in the classroom, in collaboration with sporting environments, may be the most 

significant role models to encourage the development of leadership in adolescents 

(Hawkes, 2005). There are also coaches, mentors and grade advisors for students, who 

aim to develop team dynamics and stable development of intra- and inter-personal skills 

(van Linden & Fertman, 1998). 

Adolescent leadership was conceptualised in Chapter 1 as a social cause (Cox, 1998), 

that seeks to promote a relatively narrow set of individual outcomes, explicitly allowing 

young people to engage in and develop their social competencies (Hawkes, 2005). 

Adolescent leadership not only encourages instruction and action by not only the 

individual adolescent, but also participative membership of groups and teams, thus 

supporting commonly accepted community standards and community values 

(Cartwright, 2002). It is adolescents’ experiences of vision, communication, 

collaboration and actions in skill development that help to transform members of a 
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group into a team of individually skilled players working collectively to achieve a 

common task (Cartwright, 2002). 

There seems to be a general belief among schoolteachers and parents that adolescents 

have an interest in student leadership, even though it has not been the subject of 

extensive research (Hawkes, 2005). In a study of the expectations of Australian school 

student leaders, Dempster and Lizzio (2007) were struck by the “common theme among 

responses to many items on a survey asking what secondary school students expected of 

their principals. It will come as no surprise to students that they wanted their principal 

to provide far greater access to leadership opportunities [for students] that was available 

at the time” (Dempster & Lizzio, 2007, p. 280). 

In a study of school students’ leadership in the USA, Macbeath (1998) found that 

sharing school leadership was by far the most dominant theme in his data. Students 

perceived a lack of leadership opportunities for the members of the school community, 

for example, in student council and social action committees. Students thought that the 

responsibilities of leadership should be extended to include staff, parents and, more 

often, students themselves (Macbeath, 1998). 

2.4. School culture and its influences on adolescent 

leadership 

As mentioned earlier, leadership in adults is a concept that has been well studied 

(Hogan & Kaiser, 2005). However, as noted in Chapter 1, research into adolescent 

leadership is limited (Chan, 2000a). In the USA and Australia, unfortunately, leadership 

development programs are not well integrated into formal secondary school curricula 

(Chan, 2000a), and those programs that are available do not adequately reflect the 

integrated needs of the adolescent agenda (Bahr & Pendergast, 2010). Traditional adult 

leadership development inadequacies encompass a range of biases including exclusivity, 

gender, social class and ethnicity (Kezar & Moriarty, 2000). Thus, society cannot rely 

only on sport and club activities to provide leadership experiences for adolescents. 

A variation of integrated leadership experiences is evident in some Australian secondary 

schools. Some current examples of school-based leader development programs are Y-
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Lead and Young Leaders (Hawkes, 2005). Both these programs are one-day courses run 

by commercial organisations aimed at senior secondary student leaders. 

However, another type of Young Leaders program is the Maroondah City Council 

Young Leaders Program in Victoria in Australia. The Council program was first to run 

in 1995 and was adapted from the Young Leaders Program. The council runs the 

program as a community service. The purpose of the program is to provide young 

people with the opportunity to gain knowledge of the essential fundamentals of 

leadership, effective communications, group dynamics, decision-making, public 

speaking, conflict resolution, and group processes. By being involved in the program, 

the young people have the opportunity to be introduced to their local government. 

Successful participants are Year 10 students and are nominated by their teacher. The 

one-week program culminates in a presentation night, which gives the successful 

participants an opportunity to celebrate their achievement with their family, friends, 

teachers and Council. 

Other school-based leadership development programs are the service/military cadet 

courses (Hawkes, 2005). The Australian Defence Force administers the Cadet Programs 

which are designed both for male and female students aged from 12.5 years to 18 years. 

All cadet programs have top-down command structures. They accommodate different 

levels of leadership, for example, Section Leaders (the lowest level) consisting of up to 

9 follower cadets, the next level up, is Platoon Leaders of 30 follower cadets, then to the 

highest leadership level as Company Commanders of 60 to 90 follower cadets. The 

Cadet Programs are tri-service (Navy, Army and Air Force). However, the army is the 

most popular of the three services (Hawkes, 2005). 

Both programs, the school-based leadership development programs and the 

service/military cadet courses, have efficient leadership development approaches, but 

neither program has a comprehensive curriculum for two reasons: (i), not every 

secondary school has one or both of these programs; and (ii), these programs are 

electives. Nevertheless, it is noted that some school-based service/military cadet units 

have compulsory attendance for the first year and sometimes second year, dependent on 

the school’s service program. Schools that accommodate the tri-service programs, 

continue to foster an exclusivity bias in leadership development (Hawkes, 2005). The 

Australian service/military Cadet Corps and USA Junior Reserve Officer Training 
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Corps (JROTC) are both sponsored by government defence departments (Cassel & 

Standifer, 2000; Hawkes, 2005). Studies of JROTC participants are described as being 

advanced in leadership development relative to other students (Cassel & Standifer, 

2000; Funk, 2002).) A recommendation by Paunonen et al. (2006) that one of the 

powerful processes that enables military training to work well for leadership 

development is its use of peer evaluation, which is the best predictor of leadership 

behaviour. Hawkes (2005) agrees that the Australian Cadet Corps is a solid foundation 

for adolescent leadership development and an exponent for adolescent leadership 

behaviour. However, the Australian Defence Force Cadet Program exists in a limited 

form but cannot be classed as a comprehensive leadership program due to a prominence 

of its military (autocratic) style. The Australian Army Cadet Training program appears 

to give limited emphasis to the theory of leadership and the development of other forms 

such as democratic, collaboration, and transformational leadership (Hawkes, 2005). 

There also appears to be a lack of focus on developing the adolescent’s intra-personal 

skills a limitation a characteristic worthy of development at this crucial adolescent age. 

A leadership program that has a practical component is the Duke of Edinburgh’s Award 

program (DoE). The functional component is derived from community service and 

active citizen policies. The DoE program provides for the development of personal and 

leadership skills and incorporates a community service requirement so that the 

community is likely to benefit from the service provided by the participants of the 

program. The program is offered to young people aged between 14 and 25 for 

recognition of the activities in which they are involved. The DoE program has three 

levels of awards, namely, Bronze (the lowest award), Silver (the middle award) and 

Gold (the highest award). For each level, participants’ complete activities in the areas of 

physical recreation, expeditions, service, skills, and residential. This service module 

requires applicants to promote community awareness and perform services to help 

others. 

In Mitra’s (2005) study, student involvement in matters of real importance had the 

effect of developing leaders while contributing valuable outcomes in response to 

significant school or community issues. Her study showed similarities to the DoE 

Award program. Adolescent students learn from both inter-personal and intra-personal 

skills lessons about their strengths and weaknesses, and their contributions to 
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community structures. These lessons are essential components of authentic leadership, 

through involvement and interaction in apprenticeship-type models where asymmetric 

knowledge and leadership-skill levels are present (Dobosz & Beaty, 1999; Mitra, 2005; 

Price & Cioci, 1993). When there is a shift of responsibility from the teacher to the 

student, the student becomes responsible for planning, organising and achieving the 

outcome (Mitra, 2005). Thus, overall, school culture appears to be a significant 

influence in the leadership development programs of its adolescent students. 

2.5. Inclusion of a leadership curriculum in secondary 

schools 

Chan (2000b) proposed that the perfect model is to incorporate a leadership curriculum 

into the school academic course. However, realistic obstructions are common. Chan 

(2000b) conducted a study of 465 Hong Kong high school principals whose objective 

was to integrate a leadership curriculum into the schools’ academic programs. Although 

recognition for student leadership development was high, school administrators 

believed that the current academic curriculum was already overloaded (Chan, 2000b). 

This apparent hindrance led to bias in developing leaders who previously held 

leadership roles. Administrators assumed that those who were already on the leadership 

track would benefit, and gain needed-development from university courses and other 

work-related leadership development modules (Chan, 2000b). 

Schneider, Paul, White and Holcombe (1999) conducted a US study comparing teacher 

aptitude to forecast leadership behaviour against six independent variables. Those 

variables were personality, interests, motivations, behaviour, skills, and ability. The 

literature review conducted by Schneider et al. (1999) supported Chan’s (2000b) 

observation. The primary focus was on developing existing leaders and not potential 

leaders (Schneider et al. 1999). This calculation was tied mainly to academic 

performance, and subsequently, to socio-emotional and task-goal observations. 

Schneider et al. (1999) concluded that the findings are similar to methods used in 

business and the military where resources are devoted to those who actively display 

traditional leadership potential (Schneider et al. 1999). 

These two studies by Chan (2000b) and Schneider et al. (1999) generated the question; 

do secondary school teachers, when using leadership selection methods, exhibit natural 
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bias in favour of traditional adult views of leadership? Mitra (2005) suggests that ‘at-

risk’ students who are failing their academic courses or who are showing signs of 

failure, are capable of strong leadership and increased affiliation when given the 

meaningful opportunity (Mitra, 2005). Students who drop out, do so after a long process 

of gradual disengagement (Leithwood & Jantzi, 1999b). Although this category of 

student would greatly benefit from leadership development and involvement, the same 

cannot usually be considered for the preconceived leadership candidate. 

Schneider et al. (1999) addressed another new variable in the same argument, that of 

selecting students for leadership positions. Among the Myers-Briggs personality 

categories, teachers viewed ‘judging-type’ of students as having higher leadership 

potential than ‘perceiving-types’ (Culp & Smith, 2005). However, according to 

Schneider et al. (1999), this belief contradicts the literature, which suggests students 

classified as extraverted, intuitive, feeling and perceiving are more likely to be 

considered leaders (Schneider et al., 1999). Briggs Myers (1998) suggested that leaders 

have the type described as extraverted thinking with intuitive judgment (ENTJ). “People 

with ENTJ preferences are natural leaders and organisation builders” (Briggs Myers, 

1998, p. 25). The ENTJ leader provides models to enhance understanding and 

completion, clarifies and redirects, and, presents a vision and energises others to active 

participation. The four letters (four dichotomies) indicate the following descriptors: E 

(Extraversion) focus on the outer world of people and things; N, (Intuition) focus on the 

future, with a view towards patterns and possibilities; T, (Thinking) decisions based 

primarily on logic and on objective analysis of cause and effect; and, J, (Judging) 

planned and organised approach to life and prefer to have things settled (Briggs Myers, 

1998). The ENTJ leader demonstrates a distinct difference to Schneider et al.’s (1999) 

conceptualisation and a further contradiction of the teachers’ interpretation. Therefore, 

the conclusion suggests that school administration and associated teachers responsible 

for selecting potential Leadership Students are not always able to accurately determine 

student leadership profiles and capabilities. This concluding statement points to 

Sergiovanni and Starratt’s (2007) opinion that educators are desperately focused on the 

educational agenda and not on pedagogy that connects social, academic and cultural 

worlds with a student’s journey towards completion and affiliation in the broader 

society. 
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It appears that society cannot rely exclusively on sport or club activities to develop 

adolescent leaders. For that reason, an integrated situational and modified approach, 

receiving academic credits and emphasising leadership development, other than just in 

sport or clubs, needs to be introduced and valued in all secondary schools. Such an 

innovative approach needs to be explored to deliver adolescent leadership programs in a 

context integrated with learning, and practical application, providing sound leadership 

pedagogy to adolescent students using a trialled and re-evaluated leadership 

development program. 

2.6. School academic enhancement of leadership 

experiences 

Developing leadership in an established learning environment such as a secondary 

school with an experiential focus on position roles, and duties may be conceptualised as 

learning leadership through lived experiences. Kempster (2006) notes that: 

…the centrality of the situation is significant as it both shapes and is 

shaped by the agency actions and actors in the situation through their 

participation. This suggests an evolving structure-agency dynamic that 

is continually creating and sustaining leadership learning throughout 

the cycle. Further, the notion of cycle seeks to symbolise a process of 

‘becoming’ a leader. (p. 18). 

Leadership development requires a multifaceted approach, which includes techniques 

that range from formal academic curricula to experiential development or what is 

described as ‘leadership development within the context of work’ (Mawson, 2001). 

The impact of secondary school leadership development in secondary school’s 

academic curricula and athletic extra-curricular has been seen as significant for 

achieving optimal student leadership performance (Dobosz & Beaty, 1999). A study in 

the USA by Cooper, Healy, and Simpson (1994) of the changes in student leaders over 

their life cycle of secondary school experiences, found significant developmental 

differences between leaders and non-leaders. Involvement within student organisations 

in leadership roles correlated with enhanced academic experiences (Whitehead, 2009). 

An extra-curricular study by Dobosz and Beaty (1999) found a strong correlation 
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between sports participation and leadership development. In the USA, their study 

evaluated a pool of 60 randomly selected students, evenly divided by athlete versus 

non-athlete, from 1000 college preparatory school students. Their hypothesis, that 

‘athletes show significantly greater leadership ability than non-athletes,’ was confirmed 

by the data (Dobosz & Beaty, 1999). 

A further study in the USA was carried out with 400 Midwestern high school students 

(Holland & Andre, 1999). In that study, the review of the literature found that male 

athletes involved in multiple activities achieved the highest academic ratings (Holland 

& Andre, 1999). Such studies indicate that leadership development is essential to the 

secondary school educational experience and enhances the cause for a conscious 

application of a leadership theory integrated into secondary school curricula 

(Whitehead, 2009). It seems that a dependence, especially on athletics, as a means of 

leadership development, gives the impression of a small foundation for developing 

adolescent leaders. Culp and Cox (2002) suggest that an evolving society has 

necessitated a change in youth leadership roles, and therefore a shift in leadership 

paradigms from sport to well planned, well conducted and evaluated programs. The 

execution of these courses under the direction of a healthy adult and adolescent 

partnership is one means of strengthening the quality of programs. 

2.7. Leadership knowledge and background 

The concepts leaders and leadership both include the elements of leadership knowledge 

and information (van Linden & Fertman, 1998). The dimension of growing leadership 

recognition about leaders and leadership before adolescents can proceed with the 

implementation of leadership concepts is an essential factor in the development of 

adolescents’ leadership capabilities (Arnett, 2004). That is, prior knowledge has been 

described by Dewey (1963): 

…to grasp the meaning of a thing, an event or a situation is to see it in 

its relations to other things; to note how it operates or functions, what 

consequences follow from it; what causes it, what uses it can be put 

to. In contrast, what we have called the brute thing, the thing without 

meaning to us, is something whose relations are not grasped. (p. 135). 
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The definition of prior knowledge provides a central focus to situated learning, 

encompassing education, and learning in diverse environments thus enhancing cognitive 

development. An active mentor, then, maybe a catalyst for adolescents, their learning 

experiences in their environment, and helps to develop their interaction with the world 

of skills (Northouse, 2004). 

Anderson and Adams (2016) suggest that many parents applaud the development of 

their adolescent children because the child is now more adapted to the demands of adult 

life through the support from parents adopting the role as a mentor. With each 

developmental evolution, the old operating system is being deconstructed and replaced 

with a more effective reconstructive functioning practice with parents as mentors 

(Anderson & Adams, 2016). The earlier procedure and knowledge of this system 

created a foundation for the more advanced and efficient operating arrangement. 

“Leadership is learned by watching, imitating, and practising with people. It involves 

trial and error and learning from mistakes and successes alike” (van Linden & Fertman, 

1998, p. 48). Leaders with information on the task at hand were found to make more 

attempts at leading than did those without the appropriate knowledge (Burchard, 2009; 

Stogdill, 1974). This similar process was described by Kouzes & Posner (2008). They 

note that: 

…the most significant contribution student leaders make is not simply 

to today’s issues and goals, but rather to the long-term development of 

people, communities, and institutions so they can adapt, change, 

prosper, and grow. The domain of leaders is the future, and leadership 

is not the private reserve of a few charismatic men and women. It is a 

process ordinary people use when they are bringing forth the best 

from themselves and others. When the leader in everyone is liberated, 

extraordinary things happen (p. 2). 

Adolescents can learn much from mentors, by acting as understudies to adult leaders 

(van Linden & Fertman, 1998). Countless learning opportunities exist that can sharpen 

an adolescent student’s skills as a planner, communicator and project manager. “Such 

skills should not be minimised. Nor should anyone underestimate the importance of 

history, economics, logic and a series of related substantive fields that help provide the 

breadth and the perspective indispensable to societal leadership” (Cronin, 1995, p. 31). 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

33 

Most periods of positive learning have the potential to be useful life experiences 

(Groundwater-Smith et al., 2011). It seems that adolescent leadership academic 

curricula have the potential to promote enhanced knowledge and understanding about 

leadership as well as practical learning environments. These qualities are likely to 

improve the leadership knowledge and skills of adolescent leaders. 

2.8. Chapter summary 

Overall, adult leadership is a concept that has been well studied. However, the research 

on adolescent leadership is limited (Chan, 2000a; Schneider et al., 1999). Adolescent 

leaders appear to develop from both pro-social and anti-social constructs (Miller-

Johnson et al., 2003; Rodkin & Farmer, 2000). It is, therefore, useful to attempt to 

understand the limitations of the research on adolescent leadership, its significance, and 

the potential for adolescent leadership development that such a construct can have on 

the progress and improvement of communities. 

Chapter 2 has provided a background to the concept of adolescent leadership. It has 

addressed the need for adolescent leadership to be researched and presented the 

rationale and justification for this study. It has also discussed some limitations of 

adolescent leadership, the school culture and its influence on adolescent leadership, the 

significance of the study, and the teaching of leadership in Australian secondary schools 

as an academic subject. The new and ground-breaking introduction of the teaching of 

leadership in Australian secondary schools as an academic subject has also been 

included in this chapter. 

The next chapter, Chapter 3, will provide a review of the relationship between the 

concepts of leadership, leadership development and adolescent leadership development 

programs all of which are integral to the determination of the leadership behaviour 

characteristics of the adolescent boys. Chapter 3 will also address the social importance 

of the Schools’ roles in nurturing the emerging conceptualisation of effective leadership 

in adolescents. 
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Chapter 3. Literature review 

The focus of this is on two research questions. The first addresses adolescent boys’ 

perceptions of their leadership. That is, does the impact of a school-based leadership 

course with adolescent boys have them identifying an approach towards 

transformational leadership? The second research question addresses the concept of 

leadership exhibited by these adolescent boys. That is, does the impact of a school-

based leadership course with adolescent boys have them identifying the concepts of 

leadership in terms of high levels of cognition and, high levels of knowledge? Included 

in this chapter is a review of the relationship between the concepts of leadership, 

leadership development and adolescent leadership development programs. 

3.1. Literature overview 

To review the literature of these two research questions, this chapter presents analyses 

of the writing on the concepts of leadership, focused on the following eleven topics: 

1 leadership development, leadership development in youth; 

2 learning about leadership, 

3 motivational foundations of leadership, 

4 cognitive differences in children, 

5 identifying the antecedents of cognitive differences in leadership, 

6 the impact of influential people, 

7 transformational cognition, 

8 the crucibles of leadership as an antecedent of cognitive differences in 

leadership, 

9 adolescent family environment as antecedents to transformational leadership, 

10 potential, genetic factors to leader emergence, leader cognition, and 

11 adolescent leadership development programs. 

The development of leadership capabilities of adolescents is a field of education that is 

receiving increasing importance in the literature (Adair, 2005; Covey, 2008; Funk, 

2002; van Linden & Fertman, 1998). Leadership plays an important role, as people of 

all ages are usually now seen working in cooperative work environments. Such 
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environments or competitive team settings depend on leadership that is most 

fundamentally important for the success of an organisation’s achievements (Yukl, 

2010). Leadership facilitates collaborative social practices (Adair, 2005). The act of 

inspiring and motivating people towards task achievement is an element of leadership. 

Leaders foster collaboration, and initiation and help maintain the structure of the group 

(Bass, 1990; Kouzes & Posner, 2007). 

3.2. Addressing the definition of leadership 

It seems that many of the significant public problems and challenges afflicting modern 

society, such as reducing poverty, easing global health problems, and improving 

community health and welfare cannot be solved over one generation (Hawkes, 2005). In 

fact, the advancement of our civilisation through an effective leadership development 

program by our politicians and community representatives depends perhaps also on the 

capacity of society to move towards ever higher standards of education and public life 

(Gardner, 1984; Fullan, 1998). 

Many researchers have addressed this question what is leadership? Ciulla (2003), for 

example, suggests that it is time that leadership studies move forward to focus on a new 

set of questions because the question about what leadership is has simply been answered 

(Ciulla, 2003, pp. 334-351). Ciulla (2003) proceeds to urge a refocusing of attention by 

examining differences among scholars about how the characteristic features of 

leadership should be demonstrated in groups or organisations. 

Some contemporary scholars believe that if they could agree on a standard definition of 

leadership, they would be better able to understand it. After reviewing all of Joseph 

Rost’s (1993) definitions, we discover that the definition problem was not really about 

definitions per se. All 221 definitions seem to agree—leadership is about one person 

developing a group or team of people to do something. Where the definitions differ is in 

how leaders motivate their groups or organisations of followers and who has a say in the 

goals of the groups or teams or organisation (Ciulla, 2003). 

Ciulla (2003) is referring to Joseph Rost’s collection of 221 definitions of leadership 

collated from literature from the 1920’s to the 1990’s. Ciulla sees this collection of 

leadership definitions as mostly having a comparable theme, as she identifies in the 
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quote of one person that leaders influence followers to achieve a task. However, the 

difference seems deceptive. The authors of the 221 definitions seem to agree on the 

meaning of leadership and even appear to describe similarities in leadership 

characteristics. In general, leadership is about a person (the leader) 

motivating/influencing other people (the followers) to achieve a goal or task. The 

differences in the definitions are in the specific details about the responsibilities of 

leaders in practical settings. Ciulla (2003) proposes that such vital concerns should be in 

addition to the more fundamental question of what leadership is, and what its 

characteristic features are. 

3.3. The concept of leadership 

Leadership is not a new concept. It has been extensively observed for thousands of 

years. Bass (2008) noted that early written concepts and principles of leadership are 

established in classical Greek and Roman writings. Advice to leaders about their 

responsibilities to the people are found in Chinese classics written as early as the sixth 

century BC (Bass, 2008). 

More recently, the term ‘leadership’ appears in the first half of the 19th century in 

writings about the political influence and control of the British Parliament (Bass, 2008). 

The changing definitions of leadership throughout the decades from early 20th century 

were identified by Bass (2008) as follows: 

1920s: A detailed definition of leadership was to impress the will of the leader on 

those led and inducing obedience, respect, loyalty, and cooperation. 

1930s: leadership was considered a process through which the many were organised 

to move in a specific direction by the leader. 

1940s: leadership was the ability to persuade and direct beyond the effects of power, 

position, or circumstances. 

1950s: leaders were recognised by the authority accorded to them by the group 

members. 

1960s: leadership was the influence to move others in a shared direction. 
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1970s: the leader’s influence was seen as discretionary and as varying from one 

member to another. 

1980s: leadership was considered as inspiring others to take some purposeful action. 

1990s: leadership was the influence of the leader and followers who intended to 

make real changes that reflected their common purposes. 

2000: the leader is seen as the person most responsible and accountable for the 

organisation’s actions (Bass, 2008). 

For the past 50 years, leadership models have been used for the selection, training, 

development, and research in business, government and community organisations 

(Conger & Kanungo, 1994). Northouse suggested a more current view noting that 

“leadership is a highly sought-after and highly valued commodity” (Northouse, 2004, p. 

1). Leadership scholar Bass (1990), in his Handbook of Leadership, introduced the first 

chapter stating that “Leadership is one of the world’s oldest preoccupations” (Burns, 

1990, p. 3). Bass (1990) states: 

Considering the leadership literature and the inability for social 

scientists to compromise on a definition of leadership, the topic is an 

elusive concept to define. Leadership has been conceived as the focus 

of group processes, as a matter of personality, as a matter of inducing 

compliance, as the exercise of influence, as particular behaviours, as a 

form of persuasion, as a power relation, as an instrument to achieve 

goals, as an effect of interaction, as a differential role, as initiation of 

structure, and as many combinations of these definitions (p. 11). 

Just over one decade after Bass’s statement, Northouse (2004) proposed that a definition 

of leadership does and should contain the standard components of a person or persons’ 

influence, process, a common goal, and a group (Northouse, 2004). Ciulla (2004) 

suggested a similar view and discussed leadership from an ethical perspective stating 

“leadership is not a person or a position. It is a complex moral relationship between 

people, based on trust, obligation, commitment, and a shared vision of the good” 

(Ciulla, 2004, p. xv). Ciulla’s statement is a focus on individuals influencing individuals 

within a humanistic framework. Mayo and Nohria (2005) evaluated the impact of 

leadership from a different perspective. They examined leadership concerning a 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

38 

capacity to produce organisational change. Their historical research produced the 

situational style of business leadership suggesting that the most persuasive people are 

those arising from situations of opportunity (Mayo & Nohria, 2005). Both methods are 

relevant to the task of understanding leadership. Both approaches seem justified for the 

ideals of leadership to have the capacity to influence society and move organisations to 

be more efficient in achieving their tasks (Bedell, Hunter, Angie, & Vert, 2006). 

Effective leaders are thought to exhibit qualities that distinguish them from less 

effective leaders. Attributes such as social skills marked intelligence, confidence, 

knowledge, and a tendency to ascend to power positions have been found to be reliable 

leader characteristics (Dobosz & Beaty, 1999). 

The first decade of the 20th century witnessed confusion and uncertainty about 

leadership definitions and principles in the USA (Finley, 1998), combined with a fast-

growing “interconnectedness and interdependence in all aspects of contemporary social 

life” (Halley, 2002, p. 1041). Contemporary leadership will probably always fall on a 

continuum with bifurcation labelled as positive or negative forces. When effective 

leadership is evident, most organisations prosper, and employees and citizens seem to 

succeed. When ineffective leadership is in control, everyone, except the leadership 

group, is likely to suffer needlessly (Kellerman, 2004). The leader’s relative focus will 

either benefit society or be self-absorbing (Bedell et al., 2006). Society seems to 

reluctantly accept elements of the bifurcation of contemporary leadership in business, 

politics and community levels. 

The changing approaches to leadership and behaviour in the 21st century are likely to 

provide today’s adolescents with experiences and exercises in leadership styles from 

leaders of business, politics, military, community and pop culture. These changing 

leadership approaches and behaviour collectively seem different from those in the 20th 

century, as were leaders exercising leadership styles in the 19th century. To evaluate 

emerging leadership styles in this new millennium, leadership educators might consider 

identifying the importance and meaning of society in the 21st century by investigating 

some important goals, which, in turn, should provide a vision to build a school-based 

leadership development program for adolescent students (Hawkes, 2005). 

Bennis and Nanus (1985) emphasise the complexity of the leadership phenomena 

suggesting that “multiple interpretations of leadership exist, each providing a sliver of 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

39 

insight but each remaining an incomplete and wholly inadequate explanation” (Bennis 

& Nanus, 1985, p. 4). One of the most comprehensive reviews of the leadership 

literature was conducted by Stogdill (1974), whose well-used statement “there are 

almost as many definitions of leadership as there are people who have attempted to 

define the concept” (Stogdill, 1974, p. 7) seems to remain current. Examples of various 

other definitions of leadership include: 

• ‘Leadership can be conceptualised as an interaction between a person and 

the members of a group: One person, the leader, influences, while the 

other person responds’ (Gordon, 1955, p. 10). 

• Leadership ‘is the art of mobilising others to want to struggle for shared 

aspirations’ (Kouzes & Posner, 2007, p. 30). 

• ‘The essence of leadership is not giving things or even providing visions. 

It is offering oneself and one’s spirit’ (Bolman & Deal, 1995, p. 102). 

These three definitions written over a period of 40 years identify essential variations in 

the complexities of attempts to understand the concept of leadership. No one 

explanation will satisfy all researchers of the leadership phenomena. Yukl (2010) 

suggests that “leadership is treated as both a specialised role and a social influence 

process” (Yukl, 2010, p. 26). The concept is described differently by Dubrin (2001) 

who implies that “an important current thrust in understanding leadership is to regard it 

as a long-term relationship, or partnership, between leaders and group members” 

(Dubrin, 2001, p. 3). Additions are made to this definition by Yukl (2010) who 

suggests, 

it is neither feasible nor desirable at this point in the development of 

the discipline to attempt to resolve the controversies over the 

appropriate definition of leadership. Like all constructs in social 

science, the definition of leadership is arbitrary and very subjective. 

Some definitions are more useful than others, but there is no single 

‘correct’ definition. (p. 26). 

Northouse (2004) quite clearly writes that “leaders are not above followers or better 

than followers. Leaders and followers need to be understood by each other and 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

40 

collectively. They are in the leadership relationship together—two sides of the same 

coin” (Northouse, 2004, p. 4). 

3.4. The concept of leadership development 

The definition of leadership development presents similar levels of difficult conceptual 

clarification, as discussed with some of the definitions of leadership in Section 3.3, (p. 

36). Foster (2000) notes that “there are likely to be as many approaches to developing 

leadership capacity as there are circumstances to address” (Foster, 2000, p. 90). 

Although no sound definition of leadership development seems to be available, 

established programs do exist. 

One leadership development program, in particular, was introduced by the World-

recognized USA based, Centre for Creative Leadership (CCL) in North Carolina, which 

defines leadership development as the expansion of a person’s capacity to be effective 

in leadership roles and processes. CCL’s research and development programs identify 

three elements of an active leadership development experience. These are assessment, 

challenge, and support (McCauley & Van Velsor, 2004). These elements serve dual 

purposes in the development process. First, they inspire people to focus their 

concentration and efforts on education, growth and change. Second, they provide the 

raw material for learning; the information, observation, and reactions that lead to a more 

complex and sometimes entirely different understanding of the world. To enhance the 

development of leaders, there is a need to help these leaders find, create, and shape a 

wide range of learning experiences, each of which provides assessment, challenge, and 

support. Table 3.1 summarises the motivational role played by each element, as well as 

the kind of learning resources each provides. 

Table 3.1 Elements of a Developmental Experience 

Element Role in Motivation Role as a Resource 

Assessment Desire to close the gap between current 

self and ideal self. 

Clarity about needed changes; clues about 

how the gap can be closed. 

Challenge Need to master the challenge. Opportunity for experimentation and practice; 

exposure to different perspectives. 

Support Confidence in ability to learn and grow; 

positive value placed on change. 

Confirmation and clarification of lessons 

learned. 

Source: McCauley, Moxley & Van Velsor (1998, p. 5), The Centre for Creative Leadership: Handbook of 

Leadership Development, San Francisco: Jossey-Bass Publishers. 
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A person’s development progress includes increasing his/her capacity of self-awareness, 

systemic thinking and creativity (McCauley, Moxley, & Van Velsor, 1998). In 

leadership development, these central questions include the following: 

• What does it take to be an active leader? 

• What aspects of a leader’s talents are hard-wired, and what issues are 

developable? 

• How do people learn essential leadership skills and perspectives? 

• Do some people gain more than others from their leadership experiences? 

• What are the necessary ingredients for stimulating development in 

leaders? and, 

• What are the best strategies for enhancing leadership development? 

(McCauley et al., 1998) 

One program offered by the CCL in the USA has demonstrated how the components of 

assessment, challenge and support, feed into developmental experiences and “make 

developmental experiences more powerful” (McCauley et al., 1998, p. 8). The CCL 

model shows, how, during the development process, the assessment, challenges, and 

support offered through events, in conjunction with a person’s ability to learn from 

experiences, create the leadership development of that person (McCauley et al., 1998). 

This concept of leadership development is divided into two mutually exclusive classes 

of leader and leadership. Day (2001) describes leader development as human capital 

and, leadership development as social capital. “In the case of leader development, the 

emphasis typically is on individual-based knowledge, skills, and abilities associated 

with formal leadership roles” (Day, 2001, p. 584). Definition of Leadership 

development “can be thought of as an integration strategy by helping people understand 

how to relate to others, coordinate their efforts, build commitments, and develop 

extended social networks by applying self-understanding to social and organisational 

imperatives” (Day, 2001, p. 586). 

Similarly, Hitt and Ireland (2002) proposed that it is the leadership of managing such 

human and social capital that offers organisations a competitive benefit. Hitt and Ireland 

discuss this advantage as strategic leadership. Their concept suggests that human capital 
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consists of a person’s knowledge, skills and capabilities which collectively concede an 

organisation’s unique resources, and, that social capital involves a web of relationships 

that include norms, values and obligations, but also yields potential opportunities for the 

holders of the capital (Hitt & Ireland, 2002). Effective strategic leadership can lead 

human capital to its maximum potential while efficient social capital develops the 

foundations for dynamic teams (Hitt & Ireland, 2002). 

In the 21st Century, organisations across all domains, including military, business, 

education and religious establishments have high expectations of promoting effective 

leadership capacities for their communities. Furthermore, evidence shows that the need 

for adequate leadership is only likely to increase in the future (Drucker, 1999). 

Leadership training and development is a costly investment for modern organisations 

(McCall, 1998). Considerable resources are invested in professional development 

opportunities to improve leadership standards of those who exhibit leadership potential, 

and who may already engage in leadership roles (McCall, 1998). 

Secondary schools also have the potential to be prime sources for contributing to the 

growth of effective leadership in our society. In this age of exceptional global 

challenges, when collaboration rather than a command is likely to be the dominant 

leadership paradigm (Bennis & Thomas, 2002a), effective adult leadership has become 

a moral imperative (Fullan, 2000). Schools have an important role to assist in meeting 

these 21st century requirements and promoting a solid foundation for all students to 

gain relevant life skills. These opportunities need to include opportunities for learning 

leadership in secondary schools (Hawkes, 2005). 

3.5. The concept of leadership development in youth 

Academic research on leadership development seems mostly directed towards adult 

leadership (Chan, 2000a). Nevertheless, every person, adult and adolescent are directly 

influenced (either as a leader or as a follower) at some time in his/her life. The leader is 

a central person who affects vision, assimilates values, facilitates change, as well as 

negotiates, distributes and shares power (Helland & Winston, 2005). Many leadership 

studies, however, are focused primarily on adult interpersonal and organisational 

leadership development. Little attention has been paid to developing the appropriate 

type of qualities of leadership needed by adolescents (Chan, 2000a; Schneider et al., 
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1999). Adult leadership studies deal with individuals who symbolise maturity in their 

leadership philosophy (Dobosz & Beaty, 1999). 

Two examples of leadership from academics who have provided adult-focused 

discussions are Collins (2005) who provides examples of adult leadership philosophy in 

his book Level 5 Leadership: The Triumph of Humility and Fierce Resolve, and, 

Kellerman (2004) who provides case studies in hers Bad Leadership: What it Is, How it 

Happens. Kellerman (2004) provides examples from a different perspective, namely bad 

adult leadership. Both leadership academics provide insights into political as well as top 

business leadership issues, and both retain an adult orientation (Collins, 2005; 

Kellerman, 2004). 

The development of adolescent skills, values and competencies are critical functions in 

every society (Yukl, 2010). How to best achieve these developments has been the 

subject of scholarly debate for many years, if not centuries. The future of our democracy 

and its social and economic systems depends on the nurturing of youth to become 

productive and contributing members of society (Delgado, 2002; Fullan, 2003; Kudo, 

2003). In fact, the development and progression of our civilisation depend on the 

capacity of society to move towards higher standards of education and public life 

(Fullan, 1998). An area of knowledge that is receiving ever-increasing attention by 

researchers is the development of the leadership capacities of young people (Adair, 

2005; Covey, 2008; van Linden & Fertman, 1998). 

In the literature found, adolescent leadership focuses on leadership development as life 

skills for youth. The literature identifies differences, similarities, and needs of 

adolescents. Research by Sandman and Vandenberg (1995), DesMaria, Yang, and 

Farzenhkia (2000), and van Linden and Fertman (1998) on youth leadership have 

addressed current adolescent leadership concerns. Through evaluation of each of the 

differences, similarities, and needs of adolescents, van Linden and Fertman (1998) 

identified five dimensions of adolescent leadership development. These are: 

1 Leadership knowledge and information; that is, cognition and knowledge, 

2 Leadership attitude, will, and desire; that is, cognition and knowledge, 

3 Oral and written communications skills; that is, cognition and knowledge, 
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4 Decision-making, reasoning, and critical thinking skills; that is, cognition and 

knowledge, and 

5 Inter- and intra-personal relations; that is, behaviour (see van Linden & Fertman, 

1998). 

Each dimension was aligned with van Linden and Fertman’s (1998) three stages of 

leadership development, namely (i) awareness, (ii) interaction, and (iii) mastery of 

leadership development (van Linden & Fertman, 1998). By addressing each stage in 

each of the dimensions of behaviour, cognition and knowledge, a complete 

understanding of an adolescent leadership program may be possible; as this study aims 

to identify. 

As mentioned in Chapter 1, many changes occur in young people during their 

adolescent period, and with these changes come life skill improvements. Some life 

skills examples are personal identity, cognitive skills, the influence of peers, and self-

image. These all have implications for adolescent leadership (van Linden & Fertman, 

1998). Questions from adolescents, such as Who am I? Why am I here? What is my 

contribution to the community? How can I get along better with my peers and family? 

and, How am I to contribute? These questions are at the heart of one of the primary 

‘tasks’ of adolescence. These questions address their identity formation (Berger, 2014). 

An unfavourable outcome may occur as Berger (2014) believes that “identity formation 

can be particularly difficult for minority group members, who may be pulled in opposite 

directions by the values and customs of their group and those of the majority culture” 

(Berger, 2014, p. 443). Two other forces were included by Berger, the immediate family 

and the peer group, who are instrumental, not only in the young person’s quest for self-

understanding and identity but in all other aspects of navigating the passage to 

adulthood (Berger, 2014). According to Erickson (1994), the image the adolescent 

realises is an expansion of the world. The peer groups in the school and neighbourhood 

are the most significant relationships for young people. Erickson suggests that parents 

are no longer the complete authorities they once were, although they are still important. 

Peer relationships, increase social interactions with peers outside the family unit. 

Adolescents begin to develop a strong affiliation and devotion to ideals, causes, and 

friends (Erickson, 1994). 
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However, some researchers concur that identity is a vital piece of an individual’s 

development (Berger, 2014). There are many differing views about the formation of an 

individual’s status. Arnett (2004) suggests that “adolescents create an identity in part by 

modelling themselves after parents, friends, and others they have loved in childhood, 

not simply imitating them but integrating parts of their loved one’s behaviour and 

attitudes into their personality” (Arnett, 2004, p. 178). Berger’s comments are similar to 

those of Arnett, but Berger adds her ‘generation stake’ in the family, which she defines 

as “due to the different developmental stages, each generation has a natural tendency to 

see the family in a certain way” (Berger, 2014, p. 445). 

Such questions posed by adolescents are but a few of many they ask and help to identify 

their responsibilities with their environment. Erikson agrees about the importance of the 

role of the learning environment, “Since an identity can be found only through 

interaction with other people, the adolescent goes through a period of compulsive peer 

group conformity as a means of testing roles to see whether and how they fit him/her” 

(Muuss, 1975, p. 64). 

What influences an adolescent to develop an identity is likely to be a combination of a 

family of origin, environment, and cultural symbols (Berger, 2014). If a mentor or 

teacher assists adolescents in developing leadership roles, a catalyst such as sport, role-

playing and positional responsibilities are necessary to achieve these roles (Hawkes, 

2005). A list of eight limiting conditions that should be considered when developing a 

leadership program for the 21st century is suggested by Culp and Cox (2002). These 

eight guiding provisions are: 

(i) roles of government, (ii) roles of families, (iii) importance of the skills sector, (iv) 

the differences in society due to new knowledge, (v) distribution of wealth, (vi) health 

care changes, (vii) social activism and civic involvement, and (viii) role of religion, 

ethics and spirituality (Culp & Cox, 2002). These limiting conditions and further 

questions, dependent on the situation and the culture of the community, should be 

considered by leadership researchers and educators when planning and conducting 

programs to be useful in preparing adolescents for 21st century leadership. 
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3.6. Learning about leadership 

Rost (1993) inferred that most of what has been labelled leadership in the past was 

mostly good management. Earlier leadership theories relied on traits, behaviours, and 

situations to explain leadership that worked well in an industrial age when the primary 

goals of leadership were production and efficiency (Rost, 1993). However, Rost (1993), 

and Allen and Cherrey (2000) suggest that society has shifted to a knowledge-based, 

networked world. Rapid advancements in technology, increasing globalisation, 

complexity, and interconnectedness reveal the new post-industrial paradigm of a 

networked world and call for “new ways of leading, relating, learning, and influencing 

change” (Allen & Cherrey, 2000, p. 1). Many of these innovations in leadership include 

components of principle-centred leadership such as collaboration, ethical action, moral 

purposes, and leaders who transform followers into leaders themselves (Burns, 1978; 

Covey, 1992; Rost, 1993). 

Much of the leadership development in secondary schools in the USA seems to result 

from participation in youth organisations. Wingenbach and Kahler (1997) noted that 

students at secondary school level could increase their leadership skills in 

communications, decision-making, inter-personal skills, intra-personal skills, and 

working with groups by participating in a combination of youth leadership organisations 

in schools and/or community activities. These leadership skills are post-industrial 

leadership terms, which set the foundation for coping with society terms, which are 

referred to by Allen and Cherrey (2000) as shifting to a knowledge-based, networked 

world. 

3.7. Motivational foundations of leadership 

Mature adult leadership is considered to be also associated with other progressive 

developmental events from childhood to adulthood (Bass, 2008; Keller, 2003; Popper & 

Mayseless, 2007). However, in spite of cautious debate on relationships from childhood 

development to adult leadership, there is a lack of empirical studies verifying these 

experiences (Murphy, 2011; Popper & Mayseless, 2007). Current literature concerning 

adolescent leadership is influenced by information gathered from four sources: (i) case 

studies on retrospective reports of childhood experiences (Burns, 1978); (ii) short term 

longitudinal studies of special college populations, such as military academies, 
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(Bartone, Snook, Forsythe, Lewis, & Bullis, 2007); (iii) secondary school students in 

leadership programs (Schneider, Ehrhart, & Ehrhart, 2002); and (iv) gifted students in 

leadership programs (Lee, Olszewski-Kubilius, Donahue, & Weimholt, 2008). The 

analysis of these studies is essential since they deliver a wide range of interconnecting 

variables between early childhood leadership development and late adolescent 

leadership growth. 

As a complement to the limit of the literature applicable to developmental foundations 

of leadership, there is an absence of studies found on relationships between motivation 

to aspire in a leadership role from childhood through adolescence to adulthood 

leadership incentives (Gottfried et al., 2011). Current motivating concepts highlighting 

social and cognitive aspects of motivation including mastery, goal direction, and self-

efficacy have been suggested as relevant to adolescent leadership development (Avolio 

& Hannah, 2008). The term wish to lead was established by Popper and Mayseless 

(2007). They claimed that motivation to lead, which is a foundation for leadership 

development, has origins in childhood development. They explicitly state that the 

“psychological literature on leadership has barely dealt with the psychological 

antecedents of the motivation to lead” (Popper & Mayseless, 2007, p. 671). 

An appropriate aspect of motivation concerning leadership was examined by Gottfried, 

Fleming and Gottfried (2001). They researched the association of intrinsic academic 

motivation from childhood through adolescence motivation to lead in adulthood. Ryan 

and Deci (2002) define intrinsic motivation as the enjoyment of an activity itself 

without receipt of external rewards. Further, intrinsic academic motivation pertains to 

intrinsic motivation for school learning (Gottfried, 1985). Intrinsic academic motivation 

involves personal attributes that may characterise or contribute to leadership. These 

include “an orientation towards mastery, curiosity, persistence, and engagement in 

challenging, difficult and novel tasks” (Gottfried et al., 2011, p. 511). 

The role of intrinsic academic motivation in motivation to lead was examined by 

Gottfried et al. (2011). The examination originated from prior research on the 

relationship between intrinsic academic motivation and adolescents’ leadership roles 

using the Fullerton (1994) Longitudinal Study (FLS) (Gottfried et al., 2011). The study 

used a sample of 107 one-year-old infants and their parents who were randomly selected 

from area hospitals in the USA, and then tracked longitudinally. An array of 
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developmental, cognitive, and behavioural measures was given to the infants at regular 

intervals. Parents were also asked to rate their child’s performance and abilities. At age 

eight, children were given the Wechsler Intelligence Scale-Revised (WISC-R) to assess 

measures of IQ to gifted (n = 20) or non-gifted (n = 87). The investigators then 

retrospectively compared differences across the measures they had collected in real-

time. At no point of data collection were participants notified of the results of any 

measures or gifted status (Gottfried, Fleming, & Gottfried, 1994). 

Gottfried et al. (1994) found that cognitive performance differences first appeared as 

early as 18 months. Gifted participants performed higher in cognitive stimulation 

exercises and basic literacy and numeracy than non-gifted participants did. Additionally, 

parents of gifted participants were able to assess their child’s performance ability 

accurately. In other words, parents of gifted participants tended to rate their child’s 

performance higher than did the parents of non-gifted participants. It also found that 

parents of gifted children tended to provide more enriching and stimulating 

environments. However, as Gottfried et al. (1994) point out, the parent-child 

relationship is bi-directional; youth help shape their environment by way of requesting 

and reacting to parent actions (Gottfried et al., 1994). 

The longitudinal research within the FLS also found that adolescents with high levels of 

intrinsic academic motivation (termed gifted motivation), engaged in significantly more 

extracurricular leadership roles compared to their cohort peer comparison with lower 

levels of intrinsic academic motivation (Gottfried et al., 2011). Hence, adolescents with 

higher intrinsic academic motivation were more likely to be leaders. In contrast, 

examining the leadership activities of intellectually gifted adolescents and their non-

gifted peer cohort, showed no significant differences in leadership activities between 

these two groups. Whereas both highly motivated (motivationally gifted) and 

intellectually gifted adolescents participated in a significantly higher number of 

extracurricular activities compared to their cohort non-gifted peer comparisons (i.e., 

non-gifted groups), only those with superior motivation held substantially more 

leadership positions (e.g., officers of clubs or organisations). Hence, this research found 

that excellent intrinsic academic motivation is associated with engaging in leadership 

roles during high school years (Gottfried et al., 2011). The research by Gottfried et al., 

(2011) concluded that: 
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…intrinsic academic motivation in childhood and adolescence 

provides a developmental motivational foundation for motivation to 

lead in adulthood. Results confirm theoretically based predictions. 

From childhood to adolescence, those with higher intrinsic academic 

motivation, that is, who enjoy learning for its own sake, are more 

likely to want to lead because of enjoyment and without regards to 

external consequences of leadership during adulthood. They were 

significantly higher on the liking of leading (affective-identity scale) 

and substantially more likely to lead without consideration of the 

external (extrinsic) costs of leadership and hence are less likely to 

avoid leadership roles based on such calculations (p. 513). 

The outcome of this research suggests that facilitative home environments contribute to 

the advancement and maturity of motivation to lead because they have been found to be 

related to intrinsic academic motivation. For example, parental motivational practices 

and the stimulation of the home environment have been shown to play important roles 

in the facilitation of their children’s intrinsic academic motivation (Gottfried, Fleming, 

& Gottfried, 1998). Factors positively influencing development include such things as 

providing early cognitive stimulation at home; learning activities and support for 

hobbies, access to libraries, museums and cultural events; as well as family 

intellectual/cultural activities and discussions. These activities are all positively related 

to intrinsic academic motivation from early adolescence and transcend socioeconomic 

status (Gottfried et al., 1998). In as much as these home environments are related to 

higher levels of intrinsic academic motivation, they are likely to encourage motivation 

to lead because it is both conceptually and empirically linked to intrinsic academic 

motivation. Hence, development of successful and motivated children may well provide 

a foundation for future leaders. 

3.8. Identifying the antecedents of cognitive differences in 

leadership 

Considerable research has been undertaken in investigating outcomes of 

transformational leadership, the highest level of leadership behaviour which is identified 

by the Multifactor Leadership Questionnaire (see Section 1.3, p. 3). However, there has 
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been minimal effort undertaken on the antecedents of transformational leadership. One 

notable exception is the work of Wofford, Goodwin and Whittington (1998) who sought 

to develop a cognitive approach to appreciating the behavioural differences connecting 

leaders who were identified as Transformational and those who were Transactional 

(Transformational and Transactional leadership are both discussed in greater detail in 

Sections 4.2.1, p. 66 and 4.2.2, p. 67). Wofford et al. (1998) found that the cognitive 

processes of Transformational leaders were significantly different from those of 

Transactional leaders. An explanation for this variation in memory organisation may be 

related to the type of occurrences these leaders have experienced. Wofford et al. (1998) 

focused on organisation-based training and development programs that emphasised 

instructional approaches. These approaches call for the behavioural manifestation of 

leadership scripts while providing feedback to indicate which ones are effective and 

ineffective. Besides, Wofford et al. (1998) identified mentoring as perhaps the most 

realistic demanding approach for successful leadership development. In particular, they 

considered the impact of mentors who offer an inspiring vision, demanding progressive 

goals, guidance, and personal feedback, thus modelling transformational leadership 

themselves. 

3.9. The impact of influential people 

Leadership may well be defined as the flow of energy from a human person (a leader) to 

another (a follower) (El-Meligi, 2005). In fact, the word influence captures this very 

fact. The impact of significant individuals, such as mentors, on the development of a 

leader’s philosophy and cognition about leadership, is supported by Zaleznik’s (1997) 

discussion in his internalisation hypothesis. The hypothesis supplements the role 

influential people play in the development of the leader who does not depend on 

membership, formal work roles, or social indicators of status for their identity but relies 

on the experiences of important persons. This independence that is separated from the 

environment is a driver for the leader’s need to essentially modify existing human, 

economic, organisational and political relationships. This influence described by 

Zaleznik (1997) appears to occur early in the leader’s life and is independent of the 

organisational setting in which a leader may find him/herself. In support of this, 

Hartman and Harris (1992) found that students modelled their leadership style on the 
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leadership style of persons they admired early in their lives; most of whom were their 

parents. 

3.10. Transformational cognition 

While mentoring may be effective in developing leaders, the process of developing 

transformational cognition seems to begin much earlier. Indeed, Barber (1992) and 

Zaleznik (1997) have indicated the importance of childhood, adolescent, and early adult 

experiences in developing the transformational mindset. Efforts to further the 

understanding of the development of a leader’s cognitive structure are likely to be 

modelled on Barber’s (1992) framework since important dimensions of the cognitive 

structure are developed at different points in the life cycle (Berger, 2014). It is in 

childhood that the active-passive orientation and the dimensions of positive and 

negative effects first develop (Berger, 2014). A leader’s worldview begins to emerge in 

his/her adolescent stage. It is here that the need for individuation may create the 

disruption that leads to the development of the internal reflection that characterises the 

internalisation hypothesis of individuals (Zaleznik, 1997). Finally, the first successes a 

leader achieves in early adulthood shape the style that dominates their approach to 

leadership (Barber, 1992). These early successes become outlines that not only guide 

future behaviours but become categories and templates for the processing of future 

leadership experiences. 

3.11. An antecedent of cognitive differences in leadership 

Bennis and Thomas (2002b) argue that the single most important determining factor in a 

leader’s success is adaptive capacity that they define as applied creativity (Bennis & 

Thomas, 2002b, p 101). Adaptive capacity involves using the skills of understanding the 

environmental context and seizing the strategic windows of opportunity that arise 

(Bennis & Thomas, 2002b). This adaptive capacity is developed through what Bennis 

and Thomas (2002b) call the crucible of leadership. Crucible events are 

transformational events that allow the adaptive capacity to transform an individual’s life 

(Isabella & Forbes, 1994). Crucibles are trials that “invariably rupture the status quo” 

(Bennis & Thomas, 2002b, p. 18). These events come upon individuals unexpectedly 

and force them to answer basic questions about identity, values, purpose, and priorities. 

Crucibles require a level of deep self-reflection that they may have never encountered. 
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They require a person to step up and do something that they have never experienced 

before or become someone that they had not been previously (Bennis & Thomas, 

2002b). Thomas expands the framework for understanding crucibles of leadership 

(cognitive differences in leadership) by identifying three unique forms of crucible 

events. 

The first form of the crucible is labelled new territory. This novel term is a innovative 

encounter with a different or previously unknown environment. The leader’s adaptive 

capacity is developed by the sharpening of his/her awareness and the ability to make 

sense of this information in an unfamiliar setting. This aspect of adaptive capacity is 

similar to what Quinn (1996) refers to as adaptive confidence. The second form of 

crucible identified by Bennis and Thomas (2002b) is a reversal which involves loss, 

impairment, defeat, or a significant failure. These experiences suggest to a potential 

leader that the situation is observed in a new and more comprehensive way. The final 

form of the crucible is what Bennis and Thomas (2002b) call a suspension, which 

involves a pause or interruption that is often unanticipated and may have been forced. 

The suspension is an extended period during which a new structure replaces a familiar 

set of behaviours and routines. A set of tensions between realities symbolises 

suspension periods: the comfortable, known, and immediate past is removed and 

replaced with the discomfort of an unknown and indeterminate future. The suspension 

provides an opportunity for the leader to engage in an extended period of thoughtful 

reflection that results in an explanation of their mission (Bennis & Thomas, 2002b). 

No matter what forms crucible experiences take, they present two levels of assistance 

for a person to step up and endeavour to achieve something that they have never 

accomplished before or become someone that they had not been earlier. These 

experiences teach about leadership, and they provide subtle and powerful personal 

learning opportunities. For Bennis and Thomas (2002b), the ability to overcome the 

misfortune presented by crucibles, and to learn from these experiences, is the essential 

characteristic of leaders (Bennis & Thomas, 2002b) and determines the level of 

cognition a leader will achieve given the resources and knowledge of the environment. 
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3.12. The family as an antecedent to transformational 

leadership 

Murphy (2011) suggests scholars of leadership have focused on the importance of the 

family environment as a context for leader development for the last 50 years. Bass 

(1960) identified family factors that could promote leader development when he 

suggested that children whose parents provide stimulating environments, opportunities 

for participating in making decisions, encouragement, and acceptance would have the 

qualities of a leader. Although subjective evidence of the lives of famous leaders exists 

(Popper & Mayseless, 2007), only recently have researchers attempted to examine the 

theory of the importance of the family environment to leadership potential. 

Avolio, Rotundo, and Walumbwa (2009) in an investigation of the influence of 

parenting and minor rule-breaking on leadership, identified the role of authoritative 

parenting (Baumrind, 1991) in forecasting the number of formal and informal 

leadership roles held by the participants. Authoritative parenting in the developmental 

psychology literature is characterised by firm but appropriate control along with high 

levels of warmth or responsiveness to children’s needs and interests (Baumrind, 1991). 

Children of authoritative parents, compared to those with authoritarian, permissive, or 

neglectful parents, have consistently been found to be more self-regulated, socially 

responsible, and cognitively competent (Baumrind, 1991; Steinberg, 2001). Leaders 

who reported their parents to be authoritative, that is warm and responsive, as well as 

firm but not harsh, reported occupying more leadership roles in their work (Avolio, 

Rotundo, & Walumbwa, 2009). Authoritative parenting has also been associated with 

early entrepreneurial competence in high school students and business founders 

(Schmidtt-Rodermund, 2004). 

Steinberg (2001) suggests that parenting that results in a child’s secure attachment, that 

is, an ongoing favourable emotional tie to significant others, has also been recognised as 

contributing to leadership potential. Individuals with stable attachments, representing 

bonding styles formed early in childhood in response to caregivers who were available, 

responsive, and helpful when needed, had lower trait anxiety and were more open to 

experience (Popper & Amit, 2009). These observed studies in the USA give support to 

perceiving the significance of, as well as the specific kinds of, family environmental 

influences that relate to the development of adolescent leadership. 
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Positive parenting and transformational leadership have been linked in multiple ways. 

Popper, Mayseless, and Castelnovo (2000) in a series of three studies in the USA, 

recognised an essential positive relation between secure attachment and 

transformational leadership qualities. Those whose leadership style took into 

consideration the needs and growth of others reported more secure attachment styles 

(Popper et al., 2000). In addition to the effect of parenting behaviours that result in safe 

attachments, for example, warmth and responsiveness, parental influences were also 

found to occur through children imitating or modelling appropriate parental behaviour 

(Popper et al., 2000). Adolescent high school athletes who observed their parents 

exhibiting transformational leadership behaviours themselves demonstrated such 

practices with their peers (Zacharatos et al., 2000). Finally, Popper and Mayseless 

(2007) suggested an analogy between transformational leaders and high-quality parents. 

They identified multiple ways in which the characteristics of transformational leaders 

communicate to those of decent parents, including being perceptive and approachable, 

providing support for independence in a non-judgmental manner, providing 

opportunities and experiences, setting limits that were adaptable, promoting self-

confidence and achievement orientation, and being positive role models (Popper & 

Mayseless, 2007). 

3.13. The predictors of transformational leadership 

behaviour 

One of the most consistently identified individual characteristics of leaders is related to 

some variations of the composition of positive self-concept or belief in oneself 

(Zaccaro, 2007). Although these are multiple associated terms with slightly different 

meanings, Oliver et al. (2011) used Shavelson and colleagues’ definition of self-concept 

as being a person’s self-perception, either global or specific. This self-perception is 

formed by remarks, evaluation, and encouragement from people and experiences in 

one’s environment (Shavelson, Hubner, & Stanton, 1976). The leadership literature 

reveals numerous constructs in studies that examine differences in the composition, 

such as self-confidence, self-efficacy, self-perception, or core self-perception (Zaccaro, 

2007). By examining the links between parental influence and leadership positions, 

Avolio, Rotundo, and Walumbwa (2009) argued that self-efficacy (defined as one’s 

belief in one’s ability to accomplish given tasks (Bandura, 2008)) is essential for 
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leadership positions. They proposed that those who take on leadership roles must 

confidently believe in the goals and in their potential and levels of proficiencies. Thus, a 

positive view of oneself or one’s abilities is linked to assuming leadership (Bandura, 

2008). 

Positive self-concept has been related not only to leadership roles but also to 

transformational leadership. Ross and Offermann (1997) found a strong positive 

correlation between self-confidence and transformational leadership in US naval 

officers. Similarly, in an investigation of chief executive officers (CEO) from major US 

league baseball teams, positive core self-evaluations or overall positive self-concepts 

were related to transformational leadership (Resick, Whitman, Weingarden, & Hiller, 

2009). Leaders with positive core self-evaluations were those with positive attitudes, 

who were self-assured, and believed that they had control over outcomes in their lives 

(Resick et al., 2009). Their positive self-concept permitted these leaders to better 

convey a compelling vision to their followers and to motivate followers to commit to 

the vision (Resick et al., 2009). It is evident that leaders — and more precisely 

transformational leaders — have a limited all-embracing awareness of their abilities, 

attributes, and self; they are leaders with positive self-concepts. 

Self-perception or a general global evaluation of oneself is formed gradually through 

feedback from experience, the environment and others (Shavelson et al., 1976), mainly 

from parents for an adolescent (Kim & Chung, 2003; Litovsky & Dusek, 1985). 

Through their research into parenting, Lee, Daniels, & Kissinger (2006) supported this 

evidence to verify this relationship between parenting behaviours and children’s self-

concept. Children, who were included in decision-making, and whose parents had high 

expectations, set family standards and held family discussions, had a more positive self-

concept than children from families where parents were not as concerned (Lee et al., 

2006). Consequently, it would be likely to find an association between positive family 

functioning and positive self-concept in offspring. 

3.14. The family environment as a facilitator 

Data across a 17-year interval from the FLS concluded that adolescent family milieu 

was notably correlated to transformational leadership potential in early adulthood 

(Oliver et al., 2011). The model created by Oliver et al. (2011) specified that 
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adolescents’ self-concept facilitated the interactions between real family operations or 

inspiring family environment and transformational leadership qualities. Positive family 

environments can be correlated with adolescents’ more positive self-concepts, and these 

seem to be associated with higher scores on transformational leadership. In the 

longitudinal study by Oliver et al. (2011), the data specified that those adolescents who 

had parents who encouraged them were more likely to have the properties of 

transformational leadership, that is, being supportive of their followers. While previous 

research into the link between family and transformational leadership has found that 

many leaders remember their families as being supportive, that study eventually 

assessed characteristics of families of young adolescents who, 17 years later, described 

themselves as having transformational leadership qualities (Oliver et al., 2011). 

3.15. Genetic factors accredited to leader emergence 

Research by Arvey, Rotundo, Johnson, Zhang, and McGue (2006) and Arvey, Zhang, 

Avolio, and Krueger (2007) suggested that approximately 30% of leader emergence 

could be accredited to genetic factors. Besides, adult leadership development efforts and 

the work of Avolio, Rotundo, and Walumbwa (2009) found that adult leadership 

development interventions have only a small positive impact, accounting for 

approximately 9 to 10% percent of the differences in work outcomes. These findings 

point to the importance of understanding probable early and partial developmental 

influences on leader development (Avolio, Rotundo, & Walumbwa, 2009). 

Consequently, the impact of the family milieu seems to provide a probable area for 

appreciating early influences on leader development. Findings of that study on the 

importance of the family support appear to emphasise the critical role of a positive 

family atmosphere and family environment in the development of both positive self-

concept in youth, and later adult leadership. The studies by Arvey et al. (2007) 

demonstrate that a family that is open, supportive, and cohesive, and sets the 

groundwork for the development of a positive self-concept in a child, eventually 

associates with transformational leadership qualities. 

A person’s self-concept is shaped by events in that person’s childhood and upbringing. 

As the person receives feedback and support for specific behaviours, an overall 

perception of self develops (Shavelson et al., 1976). Thus, self-concept emerges from 

developmental practice. Oliver et al. (2011) suggest that data indicating the context of 
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the family is related to how adolescents perceive themselves regarding a general, 

positive view. Children who experience family environments in which they are valued, 

and who are given opportunities to make decisions and to participate in constructing 

family rules develop a favourable view of themselves. These experiences facilitate the 

making of a leader (Oliver et al., 2011). 

The transformational leadership style (discussed in detail in Section 4.5.1, p. 733) 

emphasises high levels of engagement and empowerment, which can be encouraged by 

parents at a child’s young age. In addition, when a child is reared in a family 

atmosphere that is stimulating, and the child demonstrates interest in political, social, 

cultural, and intellectual activities, the child follows these appealing and encouraging 

behaviours as an adult transformational leader through the characteristics of, or as 

reflected in intellectual motivation and individualised consideration (Oliver et al., 

2011). As noted by Popper and Amit (2009) children replicate their parents’ behaviours. 

Furthermore, children who experience a family environment where decisions are made 

jointly, and problems and feeling are discussed, are likely to integrate such leadership 

behaviours into their self-concept as children, and later demonstrate this type of 

individualised consideration as adult leaders. 

3.16. Leader cognition 

An important, although often ignored proposition is the embedded notion that many 

leaders play varied roles (Mumford, Friedrich, Caughron, & Byrne, 2007). In 

conjunction with these difficulties are the numerous courses of actions adolescent 

leaders might follow in implementing any given role. These demands and functions 

suggest that efficient performance in leadership roles will depend on cognition 

(Mumford, Zaccaro, Harding, Jacobs & Fleisman, 2000) which is defined as thinking 

about the decision that must be made to influence others for the attainment of specific 

goals (Lord & Hall, 2005). Within this model developed by Mumford et al. (2007) three 

features of cognition are contemplated as critical to leader problem-solving. In 

particular, this model holds that leader problem-solving depends on (i) processing 

activities, (ii) knowledge, and (iii) the strategies used in working with expertise during 

process execution (Mumford et al., 2007). This leadership study by Mumford et al. 

(2007) was developed specifically to address leader cognition under challenging 

conditions (Mumford et al., 2007). The basis for this model of leader cognition was 
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sense-making, a process through which leaders frame experiences as being meaningful 

in some specific leadership conduct (Weick, 1995). The importance of sense-making to 

leader problem-solving under challenging conditions becomes apparent when it is 

recognised that novel, complex, ill-defined problems can be interpreted, or understood, 

in many different behaviours. As a result, the structure imposed on the problematic 

situation is significant because of the leader’s framed experiences describing the 

problem at hand and making available a structure in which the leader can develop a plan 

to focus on the crisis (Mumford, Schultz, & Osburn, 2002). A likely scenario should 

have a adolescent leader using sense-making under the direction of a leadership mentor. 

The model that Mumford et al. (2007) recommended, holds that leader sense-making 

begins with examining the internal and external environment in comparison with 

observing mental models to identify emerging unexpected problems (Koberg, 

Uhlenbruck, & Sarason, 1996). These mental models provide a scaffold for working 

with information in a specific technique adaptable to a school or community 

environment. When a stressful situation has been identified, information gathering will 

commence determining the type and substance of the event (Weick, 1995). Information 

gathering, in turn, should lead to the establishment of descriptive mental models that 

may be used to recognise or appreciate the challenging conditions. Kempster (2006) 

calls this systemic and integrated explanation of leadership learning “lived experiences 

which is a processual and cumulative perspective to leadership learning, where 

underlying influences occur as part of the milieu of everyday life” (Kempster, 2006, p. 

4). A variety of school-based projects should support adolescent leaders to establish 

their leadership principles, applications and leadership identities. 

3.17. Framing experiences through performance and social 

information 

When leaders are working through leadership problems, they often turn to their 

recurrent knowledge that involves the formation of mental models describing critical 

phases of past performances. The exercise is known as case-based knowledge, defined 

as the art of framing experiences as being meaningful in some specific way to value 

leader problem-solving (Mumford et al., 2007). This type of knowledge involves both 

objective and subjective information applicable to performance in the pending situation 
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(Hammond, 1990). The model of leader cognition proposed by Mumford et al. (2007) 

suggests that there are two types of information that leaders might work within solving 

dilemmas. First, leaders might work with more objective defined information bearing on 

causes, resources, restrictions, and contingencies influencing the problem at hand. 

Second, leaders might work with more subjective, less defined, social information 

affecting the immediate problem (Hammond, 1990). It seems realistic to argue that 

adolescent leaders’ solutions to problems might consider both performance and social 

information (Hammond, 1990). The choice seems to be a debatable topic since the 

leader often selects case-based knowledge. 

3.18. Developing leader cognition through performance 

Vessey, Barrett, and Mumford (2011) researched leadership cognition using a series of 

paper-and-pencil problems (Vessey et al., 2011). These exercises are self-paced 

instructional exercises that provide participants with training in the application of 

strategies for working with different types of information. ‘Paper-and-pencil’ problems 

seem to lead toward analytic strategies, as opposed to more social strategies (Vessey et 

al., 2011). These written ‘paper-and-pencil’ assessments of leader performance have 

consistently shown high validity as assessments of leader accomplishment (Motowidlo, 

2003; Mumford et al., 2000). The method for assessing leader performance in school 

and sports environments, and the general acceptance of scenario-based exercises for 

evaluating leadership skills, seems appropriate as an indicator of leader cognition in 

adolescent leadership development. 

Vessey et al. (2011) recognise that not all problems or conditions call for the same type 

of training. He proposed that exercise may be more effective if based on the different 

kinds of predicaments faced by leaders (Vessey et al., 2011). In a secondary school 

environment, a team sports captain may employ more performance information due to 

the needed skills, as compared to social data, while a school captain may utilise more 

social knowledge due to the general social nature of his/her position. 

Some concerns arise at this stage about adolescent leadership development. One interest 

focuses on the kinds of strategies that need to be developed in adolescent leaders to 

assist in determining clarifications of a predicament (Drazin, Glynn, & Kazanjian, 

1999). It is suggested by Weick (1995), that two considerations lead to the premise that 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

60 

leader problem-solving under challenging conditions would improve if progressive 

involvement focused on performance information strategies, as opposed to social 

information strategies. Weick’s (1995) considerations may be valid. However, if an 

adolescent leader has a problematic condition, in the transformational milieu, there is a 

likelihood of the support of a leadership mentor who could counsel the adolescent 

leader in his/her decision-making directions. 

3.19. Adolescent leadership development programs 

Leadership development is essential for the growth of the adolescent (Leithwood & 

Jantzi, 2006). The quantity of literature about it is limited when compared to the 

research about adult leadership and leaders. Unfortunately, there appear to be few adult 

leadership development programs that are well modified and integrated into the formal 

secondary school curriculum (Chan, 2000b), and these few programs do not seem to be 

adequately reflecting the integrated needs of the adolescent agenda (Sergiovanni & 

Starratt, 2007). Modifying behaviour and cultivating leadership skills program 

(Boyatzis, 2003) called Self-assessment Testing and Analysis is frequently used in adult 

leadership training and self-development to monitor employees’ hidden leadership 

potential. It seems that initial success in adolescent leadership development programs 

might be enhanced if more attention were paid to developing leadership skills in 

adolescents using such exercises as self-assessment testing and improving their 

cognition and knowledge. 

3.20. Summary of literature review 

Related literature has been analysed here to briefly explore the concepts of adolescent 

leadership and adolescent leadership development. Further to these concepts a 

discussion of adolescent leadership and adolescent leadership development and the 

leadership characteristics of leadership behaviour, cognition and knowledge have been 

addressed. The literature review shows that necessities for the future of adolescent 

leadership are changes in the roles of educators to teach leadership as well as teachers 

and parents becoming leaders and mentors. 

Chapter 4 will provide an examination of the two theories: Avolio and Bass’s (1995) 

Full Range Leadership Model and Anderson and Krathwohl’s (2001) theoretical 
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framework for learning, teaching and assessing. Both these theories are relevant to the 

two research questions about a Leadership Course for Adolescents and are anchored in 

much of the literature in the next chapter. Chapter 4 will also analyse the literature on 

Bloom’s Taxonomy, the Revised Bloom’s Taxonomy, here called Anderson and 

Krathwohl (2001), which is a crucial tool for identifying the cognition and knowledge 

exhibited by the sample of adolescent boys on the concept of leadership. 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

62 

Chapter 4. Theory 

An examination of the two theoretical structures relevant to the research questions is 

provided in this chapter. The first theoretical structure addresses the contemporary 

theory of leadership called the Full Range Leadership Model (FRLM). Also examined 

in this chapter is the instrument employed to operationalise this theory called the 

Multifactor Leadership Questionnaire (MLQ). Its brief history and the composition of 

the MLQ are examined. The relevance, importance and relationship of the MLQ to the 

FRLM are also analysed in this chapter. This chapter also discusses the second theory, 

Anderson and Krathwohl’s (2001) theoretical framework of cognitive processes aligned 

with knowledge dimensions. The theoretical framework will be used to identify the 

location, substance, strength, and direction, of students’ cognitive and knowledge 

processes about leadership. 

4.1. Leadership behaviour research questions 

The first theoretical structure examined here is Avolio and Bass’s (1995) FRLM. The 

questionnaire is used to investigate students’ understanding of their leadership 

behaviour by using the MLQ. The FRLM has been engaged in this research to address 

the first research question, that is, does the impact of a school-based leadership course 

with adolescent boys have them identifying an approach towards transformational 

leadership? The FRLM describes three leadership behaviours, namely transformational 

(highest), transactional (middle) and passive/avoidant (lowest) using the MLQ. 

However, for this research only one leadership behaviour, transformational leadership, 

is postulated in the first research question and the first hypothesis, for two reasons. The 

first is due to the age and limited leadership knowledge of the adolescent boys; an in-

depth study of Transformational leadership seemed a more appropriate strategy to 

develop a foundation for the FRLM than a shallow study of all three leadership 

behaviours. The second reason is related to the culture of the school which is based on 

transformational leadership. All staff are expected to practice a method of 

transformational leadership. 
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4.1.1. The metamorphosis of the Full Range Leadership Model 

Transforming leadership, the first and highest leadership behaviour, was a concept first 

introduced by Burns (1978) in his descriptive research on political leaders. 

Transforming leadership (now renamed transformational leadership) is used in 

organisational psychology as well (Bass & Riggio, 2006). According to Burns, 

transformational leadership is a process in which “leaders and followers help each other 

to advance to a higher level of morale and motivation” (Burns, 1978, p. 112). Burns 

examined the difficulty in differentiating between management and leadership and 

asserted that the differences are in characteristics and behaviours. According to Burns, 

the transforming approach generates significant changes in the life of people and 

organisations. It redesigns perceptions and values and changes expectations and 

objectives of followers. Transformational leaders are idealised in the sense that they 

have a moral standard of working towards the benefit of the team, organisation and/or 

community. 

Transactional leadership behaviour, the second and middle leadership behaviour, is 

based on a give and take relationship. The third and lowest leadership behaviour is 

passive/avoidant leadership, which is based on the dimension called laissez-faire 

leadership. Laissez-faire leadership “is the behaviour of those individuals in a group 

who, in the extreme, do not care what happens, avoid taking responsibility, cannot make 

up their minds, and are satisfied to sit and wait for others to take the necessary 

initiatives imposed by the tasks at hand” (Avolio, 2011, p. 55). 

Bass and Riggio (2006) have argued that the most effective leaders are both 

transformational and transactional (Avolio, Bass, & Jung, 1995; Bass, 1998). 

Transformational leadership has been shown to be positively related to the subsequent 

outcomes in followers: intrinsic motivation (Bono & Judge, 2003), self-efficacy 

(McColl-Kennedy & Anderson, 2002), creativity (Howell & Avolio, 1993), justice 

perceptions (Cho & Dansereau, 2010), work engagement (Zhu, Avolio, & Shamir, 

2002), job performance (Dvir, Eden, Avolio, & Shamir, 2002; Podsakoff, MacKenzie, 

& Bommer, 1996), and positive psychological capital (Gooty, Gavin, Johnson, Frazier, 

& Snow, 2009). 
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The FRLM was labelled Full Range to challenge leadership researchers to broaden their 

thinking about what constitutes a much more extensive and broader range of leadership 

style than the previous models of leadership which had generated a limited and 

restricted structure and range (Avolio & Bass, 1995). Their model identifies a leader’s 

performance along with a full range continuum of leadership behaviour styles (see all 

coloured boxes with their name tags in Figure 4.1), and the directions s/he may pursue 

to become a more effective leader (Dumdum, Lowe, & Avolio, 2002). 

 

Figure 4.1 The Full Range of Leadership Model (FRLM) Components 

Adapted from: Avolio, B.J. and Bass, B.M. (2002). Developing Potential Across a Full Range of 

Leadership: Cases on Transactional and Transformational Leadership. Mahwah, NJ: 

Lawrence Eribaum Associates, Inc 

The FRLM assumes the existence of differences in the effectiveness of leadership styles 

based on two continua of dimension, a passive/active dimension (the x-axis, orange 

horizontal line) related to an ineffective/effective behavioural dimension (the y-axis, 

purple vertical line). Three broad categories of leadership have been developed in this 

model ranging from the most efficient and highest level called transformational 

leadership which includes five types of behaviour (see blue boxes in Figure 4.1), 

through the traditional model of a middle level, called Transactional Leadership which 

include three types of behaviour (see green boxes in Figure 4.1). Passive/Avoidant 
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Leadership is the lowest level and least capable of the three broad categories. The level 

consists of one type of behaviour called laissez-faire (see red box in Figure 4.1) (Avolio 

& Bass, 2002). Laissez-faire leadership is the absence of leadership. It is the most 

inactive, as well as the most ineffective style of leadership (Avolio, 2011). These three 

categories of leadership containing nine dimensions in total are situated across a 

behavioural continuum of the x-axis from passive to active, and the y-axis from 

ineffective to effective (see Figure 4.1). 

4.1.2. Earlier leadership models provide the foundation for the 

FRLM 

Over the past 20 years, there has been considerable interest in this new FRLM. 

Previously, leadership models have not fully explained a full range of leadership styles, 

such as the range from transformational to transactional leaders and concluding with the 

lowest style of passive/avoidant leaders (Avolio & Bass, 1995). A detailed instrument 

questionnaire called the MLQ was developed to operationalise these three styles of 

leadership (Avolio, 1999; Avolio et al., 1995). The FRLM builds upon earlier bifurcated 

models on leadership, such as those who used autocratic versus democratic leadership, 

directive versus participative leadership, and task versus relationship-oriented 

leadership (Horner, 1997). Those foundation models dominated selection training, 

development, and research in this leadership field of the past half-century (Avolio & 

Bass, 2002). 

Besides, transformational leadership has been shown to be related to organisational 

performance and leader effectiveness (Judge & Piccolo, 2004). Similarly, contingent 

reward behaviours are also positively associated with various outcomes such as extra 

effort, organisational commitment, and managerial satisfaction and effectiveness (Bass, 

1998; Bycio, Hackett, & Allen, 1995; Judge & Piccolo, 2004; Lowe, Kroeck, & 

Sivasubramaniam, 1996). 

. 
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4.2. Components of the FRLM 

The FRLM includes transformational leadership (highest level), transactional leadership 

(middle level) and passive/avoidant leadership (lowest level). Each of these three types 

of Leadership contains specific behavioural characteristics which when operationalised 

generate scales within each of these three leadership components. Each of these three 

will now be briefly explained. 

4.2.1. The five elements of transformational leadership 

The answers to the 45 questions in the MLQ are evaluated according to a series of 

assessment formulas. These 45 answers generate a set of nine elements constructed of 

five transformational elements as shown in Figure 4.1. All of these characteristics of 

transformational leadership behaviours have been found to be strongly correlated to 

both objective and subjective measures of performance by raters (Lowe et al., 1996). 

The five elements of transformational leadership are: 

• Idealised Influence Attributes are characteristics of leaders who emphasise 

the importance of purpose, commitment, and the ethical consequences of 

decisions. Such leaders are role models who generate pride, loyalty, the 

confidence of judgements around a shared goal (Bass & Avolio, 2004).  

• Leaders with the characteristic of Idealised Influence Behaviour display 

conviction, emphasise trust, take stand on difficult issues, and identify their 

most difficult values (Bass & Avolio, 2004). 

• Inspirational Motivation is a characteristic of leaders who articulate an 

appealing vision for the future, challenge followers with high talk 

optimistically and with enthusiasm, and provide encouragement and 

meaning for what needs to be done. These leaders raise followers’ 

expectations about what they can achieve. These leaders inspire and 

energise others to go beyond minimally accepted standards, by providing 

followers with a compelling vision of the future (Bass & Avolio, 2004).  

• Leaders with the characteristic of Intellectual Stimulation question old 

assumptions, traditions, and beliefs, stimulate in others new perspectives 

and ways of achieving tasks and encourage the expression of ideas and 

reasons. These leaders engage the rationality of others, encourage them to 
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think for themselves and approach problems in innovative ways. These 

leaders empower followers to contribute new and alternative ideas (Bass & 

Avolio, 2004).  

• Leaders with Individual Consideration deal with others as individuals, 

consider their individual needs, abilities and aspirations, listen attentively, 

further their development, advise and coach (Bass & Avolio, 1995). The 

leader’s consideration involves recognising followers’ developmental needs, 

displaying genuine care, compassion and empathy towards others (Bass & 

Avolio, 2004). Improvements in individualised consideration capability are 

often referred to as being of prime importance to leaders’ self-development 

(Parry, 2000). 

4.2.2. Transactional leadership characteristics 

Transactional leadership involves the leader actively undertaking close monitoring of 

behaviours and enthusiastically setting standards of either Contingent Reward, 

Management-by-Exception Active, or Management-by-Exception Passive, (Avolio & 

Bass, 1995, see Figure 4.1). Transactional Leadership encompasses leadership 

behaviour that includes much more than the reward for effort-exchange behaviour and 

corrective orientation. It is regarded as an active and productive form of leadership 

(Avolio & Bass, 1995). 

The MLQ measures transactional leadership as a step of the full range of leadership 

behaviours. The leader attempts to de-personalise the role of leadership together with 

the function of achieving the task (Bass & Avolio, 2000). Transactional leadership is 

characteristic of leaders who engage in three transactional behaviours. 

The first behaviour is contingent reward which involves goal setting, providing 

feedback and ensuring that practices have consequences, both positive and negative 

(Howell & Avolio, 1993). The behaviour approach engages in a constructive path-goal 

transaction of reward for performance, exchange promises, arrange mutually 

satisfactory agreements, negotiate for resources, exchange assistance for effort, and 

provide commendations for successful follower performance. In true transactional 

leadership style, a contingent reward leader will reward subordinates (Bass & Avolio, 

2004). 
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The second behaviour is Management-by-Exception Active. This behaviour occurs 

when leaders closely monitor followers’ performance and look for errors, rather than 

focus on positive events (Barling et al., 1996). At best, Active Management-by-

Exception is a weak but confident predictor of leader effectiveness and employee 

satisfaction (Judge & Piccolo, 2004). 

The third behaviour is Management-by-Exception Passive. In contrast to the second, 

this behaviour occurs when leaders intervene with criticism and blame after mistakes 

are made, or standards are not met. A Management-by-Exception Passive leader, is 

most likely to have difficulty with staff due to the leader becoming involved when there 

is a problem. The behaviour is a reactive response (Bass & Avolio, 2004). These leaders 

fail to intervene until problems become serious (Judge & Piccolo, 2004). 

4.2.3. Passive/Avoidant leadership characteristics  

Passive/Avoidant leadership is found in leaders who avoid involvement, and 

characterise their leadership behaviour as passive, avoidant, laissez-faire, and 

ineffective. Passive/Avoidant leadership is characteristic of leaders who engage in a 

laissez-faire style. This has a negative impact on the performance of individuals, groups 

and organisations as well as a strong emotional impact on followers and colleagues of 

leaders who adopt this leadership style (Avolio & Bass, 2002). However, there are 

likely to be situations where laissez-faire leadership can be effective. This style of 

leadership could be appropriate when leading an effective team of highly skilled and 

motivated followers, who, by example and experience take on a delegated role. 

Delegation often demonstrates the ability of the followers to lead and be responsible for 

achieving a task (Avolio & Bass, 2002). 

4.3. The three leadership behaviours of the FRLM 

Lowe and Gardner (2000) in their review of the last ten years of the international, peer-

reviewed academic journal The Leadership Quarterly reveal a significant number of 

citations and published articles specifically focused on new theory and research of 

transformational, charismatic, visionary, and inspirational leadership. Despite the slight 

variations in each of these leadership styles, most scholars agree that these theories are 

of a familiar type, and that the findings of these studies strongly converge towards the 
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same focal ideal point of transformational leadership (House & Shamir, 1993). 

Additionally, there appears to be a consensus among researchers that transformational 

leadership is one of the most effective styles of leadership (Bass, 1998; Conger & 

Kanungo, 1998). 

A basic premise of the FRLM (Avolio & Bass, 2002) is that transformational and 

transactional leadership are not viewed as opposite ends of a continuum. A leader can 

display each of the full range of behaviour styles (i.e. transformational, transactional 

and even passive/avoidant). Transformational leadership does not replace transactional 

leadership but adds to it by encouraging followers and colleagues to put in extra effort 

(Hater & Bass, 1988; Howell & Avolio, 1993; Yammarino, Spangler, & Bass, 1993). 

The component behaviours for each category of this FRLM have adapted to industry, 

government, military, church and community over many years. Consequently, the 

number of practices has increased, leading to the addition of this third category, 

passive/avoidant leadership (Bass & Riggio, 2006). Passive/Avoidant leaders avoid 

identifying and clarifying potential problem areas in an organisation. They avoid 

becoming involved in a leadership issue and evade setting standards and monitoring 

results. The one element associated with passive/avoidant leadership is laissez-faire 

leadership. Passive/Avoidant leadership is an act of devolvement and reaction. 

4.4. The Multifactor Leadership Questionnaire (MLQ) 

The MLQ is the instrument that operationalises the FRLM. The MLQ measures a 

leader’s behavioural style according to the three major leadership types, namely 

transformational, transactional and passive/avoidant leadership. These elements and 

their characteristics form a new focus for helping researchers understand lower, middle 

and higher order behaviours in leadership styles (Avolio & Bass, 2002). 

The MLQ is a psychometric instrument that aims to measure a wide variety of 

leadership training results (Antonakis, Avolio, & Sivasubramaniam, 2003; Avolio & 

Bass, 1995). The MLQ is a structured collection of questions whose answers aim to 

indicate these leadership styles (see Figure 4.1, p. 64). The MLQ consists of 45 

questions (see Appendix B, p. 1599), covering what is known as the Full Range 

Leadership Model constructed by Avolio and Bass, (1995). The FRLM, as presented in 
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Figure 4.1, is identified as classifying the results found after using the MLQ, and its 

usage has evolved over the last 25 years based on numerous investigations of leaders in 

public and private organisations (Avolio & Bass, 2002). 

4.4.1. The Modified Multifactor Leadership Questionnaire (M-

MLQ) 

A modified version of Bass and Avolio’s (2000) MLQ is used for this study. Only those 

sections of the MLQ that measure transformational leadership behaviour are included. 

Transformational leadership is measured using 20 items. To help these adolescent boys 

perceive transformational leadership, Bass and Avolio’s (2000) MLQ (5X) has been 

adapted by this researcher to suit Year 10 boys’ linguistic and vocabulary usage of these 

20 questions about leadership (see Appendix C, p. 16061). Questions in the MLQ have 

also been reworded to reflect adolescent’s perceptions of their leadership behaviours. 

The original numbering of the twenty transformational leadership questions in the MLQ 

has been retained for ease of marking. The remaining 25 questions of the 45 questions 

of the MLQ measure transactional leadership and passive/avoidant leadership, and, 

three outcomes namely (i) Extra Effort, (ii) Effectiveness, and (iii) Satisfaction (three 

questions for each outcome). These three categories are not used as they do not measure 

the three leadership behaviours at this adolescent level. The modified Bass and Avolio’s 

(2000) MLQ (see Appendix C, p. 16061), which will now be called a Modified 

Multifactor Leadership Questionnaire (M-MLQ), is also delivered as both a pretest and 

posttest for this research. 

4.4.2. Justification for using the MLQ 

The MLQ has undergone several revisions aimed at enhancing its reliability as a 

measure (Antonakis et al., 2003; Avolio & Bass, 1995). The most current version, Form 

5X, has been in use since 2000 and is available in both Leader and Follower versions. 

The MLQ has become a standard tool for leadership research (Yammarino, Spangler, & 

Bass, 1993). Bass and Avolio (2004) maintain that the MLQ has excellent validity and 

reliability qualities. It has been used extensively around the world. The MLQ has been 

confirmed as a useful instrument in calculating leadership styles across an extensive 
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variety of organisations and is available in a many foreign languages (Bass, & Avolio, 

2004). 

Numerous international research programs have been studied on the subject of the 

relationship between transformational leadership and performance. For example, on the 

subject of relations, Davis and Harber (1997) studied executives in a Chinese state 

enterprise (Davis & Harber, 1997); Den Hartog, Van Muijen, & Koopmann (1997) 

studied Polish and Dutch Managers (Den Hartog et al., 1997); and, Carnegie (1995) 

studied the supervisors on North Sea oil platforms in Scotland (Carnegie, 1995). A 

study by Geyer and Steyrer (1998) confirmed that MLQ transformational ratings of 120 

Austrian branch bank managers were used to calculate long-term branch market share 

and customer satisfaction (Geyer & Steyrer, 1998). In a study of 72 military light 

infantry platoon leaders in the US Army, Bass and Avolio (2000a) reported the leaders’ 

rating to be the highest in transformational leadership. These leaders led their platoons 

more efficiently in near-combat readiness missions (Bass & Avolio, 2000a). 

Bass and Avolio (2004), state that: 

…the MLQ is designed to give general 360-degree confidential 

feedback on managers’ leadership styles that is then followed up with 

individualised coaching by an accredited MLQ Management Coach 

over a period of several months. During this time, the manager and 

coach work jointly on items chosen by the manager/leader from areas 

of leadership concern identified in the MLQ Report (p. 22). 

The widespread use of the FRLM is likely to assist leaders to be more successful, both 

regarding efficiency and follower satisfaction and commitment (Barling, Slater, & 

Kelloway, 2000; Den Hartog, Van Muijen, & Koopmann, 1997). 

4.4.3. Critique of the MLQ 

The MLQ is widely regarded as an ideal instrument for exploring the FRLM (Ozaralli, 

2002), and it has received a great deal of attention in the literature over the last 20 years 

(Avolio & Bass, 2002). However, its usage has not been found in any of the research to 

be used with secondary school adolescent males. Bass (1996) proposed that 

transformational and transactional leadership in the FRLM can be either directive 
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(autocratic) or participative, but the MLQ does not systematically measure this relevant 

aspect of leader behaviour (Yukl, 1999). Further, the MLQ does not include some 

elements of charismatic leadership such as non-traditional behaviours, impression 

management, or meaningful communication. 

4.4.4. Brief analysis of the three leadership styles in the FRLM 

The FRLM has two essential features. First, the location of each style of leadership, that 

is transformational (highest level), transactional (middle level) and passive/avoidant 

(lowest level), and second, the connection especially between transformational (highest 

level) and transactional (middle level). These characteristics constitute the necessary 

foundation of the FRLM. 

4.5. Leadership cognition 

Little is known about adolescents’ cognition and knowledge about the concept of 

leadership. The term leadership cognition refers to the mental process by which 

leadership cognitive skills are used (Dubrin, 2001). Cognitive skills are the foundation 

of leadership skills requirements. They are comprised of those skills related to basic 

cognitive capacities, such as collecting, processing, and disseminating information (Lau 

& Pavett, 1980; Mintzberg, 1973; Zaccaro, 2001) as well as learning (Mahoney, Jerdee, 

& Carroll, 1965), and are the fundamental skills required for a significant portion of the 

activities in which leaders are engaged (Gillen & Carroll, 1985). These skills include 

such oral communication skills as speaking (Graham, 1983; Yukl, 1989) to efficiently 

convey information such as what needs to be accomplished and why it needs to be done, 

and active listening (Graham, 1983) to appropriately comprehend and question to 

achieve a complete understanding. Written communication skills are also fundamental, 

and they include writing (Luthans, Welsh, & Taylor, 1988; Wright, 1996; Zaccaro, 

2007) to efficiently communicate audience-specific messages and reading 

comprehension skills to understand often large and complex written information. 

Another essential cognitive skill requirement is the ability to learn and adapt. This 

ability is facilitated by the possession of active learning skills (Mumford et al., 2000) 

enabling leaders to work with new knowledge and grasp its implications. These skills 

allow leaders to adapt their behaviours and strategies to deal with emergent, non-
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routine, and dynamic components of their situation (Kanungo & Misra, 1992). Skills 

such as critical thinking (Mahoney et al., 1965) are an essential characteristic of 

leadership to use logic to analyse the strengths and weaknesses of various approaches to 

the work. Cognitive skills also include analytical ability, logical thinking, concept 

formation, inductive reasoning, and deductive reasoning. In general terms, cognitive 

skills involve effective judgment, foresight, intuition, creativity, and the ability to find 

meaning and order in ambiguous, uncertain events (Yukl, 2010). 

4.5.1. Leadership knowledge 

Leadership knowledge includes the application and implementation of problem-solving 

skills in organisations. It directly influences a leader’s capacity to define complex 

organisational problems and to attempt to solve them (Mumford et al., 2000). 

Knowledge refers to the accumulation of information, and the mental structures used to 

organise that information. Such a psychological structure is called a ‘schema’, that is, a 

summary, a diagrammatic representation, or an outline. Knowledge results from having 

developed an assortment of sophisticated schemata for learning and organising data 

(Northouse, 2004). 

According to Stogdill (1974), leaders with information on the task at hand made more 

attempts at leading than those without the appropriate knowledge. Hersey, Blanchard 

and Johnson (2001) cite knowledge as being a demonstrated understanding of a task 

(Hersey et al., 2001). 

4.6. Bloom’s (1956) original Taxonomy of Educational 

Objectives 

Bloom’s (1956) original Taxonomy of educational objectives, on which this framework 

was developed, is “…a centralising device which acts as a core theme for developing 

appropriate assessments, pedagogic reform and professional teacher learning” 

(Carrington, 2006, p. 141). The taxonomy has been identified as constituting the most 

often cited set of objectives in higher education, where students’ lower levels of 

thinking can be quantified, analysed, and directed towards higher levels (Hogan, 2007; 

Light & Cox 2001). Bloom classified cognitive behaviour in a “cumulative, hierarchical 

system for describing, classifying, and sequencing learning activities” (Orlich, Harder, 
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Callahan, & Gibson, 2001, p. 91). The six noun categories in Bloom’s Original 

Taxonomy of education objectives (Bloom, 1956) ranged from the lowest and simply 

conceived knowledge, through comprehension, application, analysis, and evaluation, to 

the more complex synthesis. 

Bloom’s Taxonomy contains three overlapping domains: the cognitive, psychomotor, 

and effective, also known as knowledge, skills, and attitudes (KSA). The taxonomy has 

been used to express quantitatively different kinds of intellectual skills and abilities. The 

cognitive and affective domains provide a means of organising thinking skills into six 

levels, from the most basic, to levels that are more complex. Bloom’s taxonomy is a 

one-dimensional cumulative hierarchy, with achievements at each lower level 

considered necessary to move up to the next level (Anderson, 2006). The original 

Bloom’s development committee produces the hierarchical levels for the cognitive and 

affective domains, but not for the psychomotor domain. That committee saw little need 

to teach manual skills to college students (Anderson & Krathwohl, 2001) thus wholly 

overlooked athletics, drama, and applied programs of study such as music, which might 

well be sources of school students’ leadership. 

4.6.1. Bloom’s Revised Taxonomy 

Anderson and Krathwohl (2001) were asked by publishers and education professionals 

to update Bloom’s Taxonomy (Pickard, 2007). They collaborated with seven other 

educators to produce the Revised Taxonomy. During the revision processes, the editors 

identified 19 alternative frameworks, developed to supplement, clarify, and improve 

upon the original Bloom’s Taxonomy. These alternative frameworks were examined to 

determine how they might contribute to the revision of the updated taxonomy. Of these, 

11 frameworks represented a single dimension like the original taxonomy, while eight 

frameworks represented two or more dimensions as the Bloom’s Revised Taxonomy 

does (Anderson & Krathwohl, 2001). The original single dimension taxonomy was 

revised into two dimensions with both a Cognitive Process Dimension and a Knowledge 

Dimension. 

Publishers and education professionals of the USA introduced a system called the 

development benchmarks and educational standards to be used to identify America’s 

intellectual capital (Peterson, 2002). The rules became essential guides for educators 
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and defined the parameters of instruction. Strengthening the alignment of standards with 

instruction and assessment serves to focus education with the intention of making 

teaching more effective. The Bloom’s Revised Taxonomy is seen as “a tool to help 

educators clarify and communicate what they intended students to learn as a result of 

instruction” (Anderson & Krathwohl, 2001, p. 23). Following the publication of the 

original Bloom’s Taxonomy, advances in teaching and learning were then incorporated 

into it to produce what is as Bloom’s Revised Taxonomy. The cognitive term 

knowledge, in the original Taxonomy, was considered an inappropriate term to describe 

a category of thinking. This term was replaced with the word remembering along with 

all nouns that were changed to the verb form in the Bloom’s Revised Taxonomy 

(Peterson, 2002). Thus, the knowledge dimension in the Bloom’s Revised Taxonomy 

includes four categories that were not in the original instead of three categories (see 

Figure 4.2). Three of these categories contain the substance of the knowledge 

subcategories in the Original Taxonomy, but they were reorganised and renamed to use 

the terminology and to recognise the distinctions of cognitive psychology that 

developed since the publication of the Original Taxonomy (Anderson & Krathwohl, 

2001). 

4.6.2. Leadership cognition and knowledge 

Anderson and Krathwohl’s (2001) Revised Taxonomy is used to determine the levels of 

Cognition and Knowledge in the second broad research question, does the impact of a 

school-based leadership course with adolescent boys have them identifying the concepts 

of leadership in terms of high levels of cognition and, high levels of knowledge? 

Anderson and Krathwohl’s (2001) theoretical framework for learning, teaching, and 

assessing is a two-dimensional model that significantly refines Bloom’s six levels of 

cognitive processes now as verbs, from the lowest order of thinking, Remember, 

through Understand, Apply, Analyse, Evaluate, to Create (highest order of thinking). 

These cognitive levels intersect in a grid with four types of knowledge, namely Factual 

(lowest), Conceptual, Procedural, and Metacognitive (highest), making 24 broad 

categories, within a suggested four quadrants, as in Figure 4.2. 

 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

76 

 

  The Cognitive Process Dimension 
  LOT  HOT 

 Knowledge Dimension 1. Remember 2. Understand 3. Apply 4. Analyse 5. Evaluate 6. Create 

Shallow 1. Factual knowledge A1 A2 A3 A4 A5 A6 

 2. Conceptual knowledge B1 B2 B3 B4 B5 B6 

3. Procedural knowledge C1 C2 C3 C4 C5 C6 

Deep 4. Metacognitive knowledge D1 D2 D3 D4 D5 D6 

 
Figure 4.2 Anderson and Krathwohl’s (2001) theoretical framework showing cognitive processes crossed with knowledge dimensions, and showing the 

suggested 24 broad categories and four quadrants. 
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4.7. Distinguishing between models 

The differences between the original Bloom’s Taxonomy and Anderson and 

Krathwohl’s theoretical framework are here explained. The most notable difference is 

the change from one dimension (Bloom’s Taxonomy) to two dimensions (Anderson & 

Krathwohl, 2001). Instructional objectives are usually formulated in terms of a noun-

verb relationship. Thus, statements of objectives typically consist of subject matter 

content comprising of a noun and a description of what is to be done with, or, to that 

content, that is a verb (Pintrich, 2002). The verb describes the cognitive process 

involved (Anderson & Krathwohl, 2001). In Bloom’s original Taxonomy, the 

knowledge category incorporated both noun and verb aspects: 

The noun/subject matter which was specified in the knowledge’s 

extensive subcategories and the verb phase or cognitive process that 

was included in the definition given to knowledge, both combined to 

give unidimensionality to the framework at the cost of the knowledge 

category. The knowledge category is dual in nature. (Anderson & 

Krathwohl, 2001, p. 213). 

The Revised Taxonomy separates the noun and verb components of the original 

knowledge category into two separate dimensions: Cognitive Process Dimension (verb) 

and the Knowledge Dimension (noun) (Anderson & Krathwohl, 2001). 

4.7.1. Anderson and Krathwohl’s Revised Theoretical Framework 

The two dimensions are Cognitive and Knowledge Processes (see Figure 4.2, p.7 6). 

The Cognitive Process dimensions (i.e., the columns in the table) contain six categories: 

Remember, Understand, Apply, Analyse, Evaluate, and Create. The continuum 

underlying the Cognitive Process dimensions is assumed to be cognitive complexity; 

that is, Understand is believed to be more cognitively complex than Remember, Apply 

is considered to be more cognitively complex than Understand and so on. (see Figure 

4.2, p. 76). 

The Knowledge Dimension (i.e., the rows in the table) classifies types of knowledge 

(Peterson, 2002). This dimension contains four categories: Factual (the lowest), 
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Conceptual, Procedural, and Metacognitive (the highest). The Conceptual and 

Procedural categories overlap regarding abstraction, with some procedural knowledge 

being more concrete than the most abstract conceptual knowledge (Anderson & 

Krathwohl, 2001). The fourth new category, Metacognitive Knowledge (see Figure 4.2, 

p. 76), provides a distinction that was not recognised when the Original Bloom’s 

Taxonomy was developed (Peterson, 2002). Metacognitive Knowledge involves 

knowledge cognition in general, as well as awareness of, and knowledge about one’s 

own cognition (Pintrich, 2002). 

Metacognitive knowledge of learning strategies enables students to have improved 

performance and retain an additional learning capability. Those students who know the 

different kinds of strategies for learning, thinking, and problem-solving will be more 

likely to use these tactics more efficiently (Peterson, 2002). Students who are aware of 

their cognitive strengths and weaknesses are likely to adjust their cognition and 

judgment to be more adaptive to diverse tasks, and thus facilitate their learning 

(Peterson, 2002). Metacognitive knowledge seems to relate to the transfer of learning, 

that is, the ability to use knowledge gained in one setting to be used in another 

(Bransford, Brown, & Cocking, 1999). 

4.7.2. Descriptions of Anderson and Krathwohl’s (2001) four 

theoretical framework quadrants 

Since this theoretical framework contains numerous detailed classifications, as shown in 

Figure 4.2, it is useful to identify a pattern across rows and columns to assist its clarity 

within the framework, as described in the following quadrants. 

1 Evidence of students’ Higher Order Thinking (HOT) and Deep Knowledge (DK) 

may be identified as located in each of the cells in the south-east quadrant (blue 

quadrant) in Figure 4.2. That is, the cells of Cognitive Process cells C4, C5, C6 

are crossed with Knowledge Dimensions, in cells D4, D5, and D6 in Figure 4.2. 

HOT and DK occurs when a student takes fundamental knowledge, retains this 

information, adjusts it, and then develops this information to achieve an objective 

or to find possible answers in difficult conditions (Lewis & Smith, 1993). Resnick 

(1987) characterised HOT as requiring nuanced judgement and being non-

procedural. Stein and Lane (1996) describe HOT as “the use of complex, non-
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algorithmic thinking to solve a task in which there is not a predictable, well-

rehearsed approach or pathway explicitly suggested by the task, task instruction, 

or a worked-out example” (Stein & Lane, 1996, p. 58). 

2 In contrast, evidence of lower order thinking (LOT) and shallow knowledge (SK) 

may be identified when students’ thinking is located in the north-west quadrant 

(the yellow quadrant) in Figure 4.2. That is, the cells of Cognitive Process cells 

A1, A2, A3 are crossed with Knowledge Dimensions, in cells B1, B2, and B3 in 

Figure 4.2. LOT is often described as the recall of information or the use of 

models or knowledge to familiar situations and contexts. Schmalz (1973) noted 

that LOT tasks expect a student “… to recall a fact, perform a simple operation, or 

solve a familiar type of problem; it does not require the student to work outside 

the familiar” (Schmalz, 1973, p. 619). LOT has been portrayed by Senk, 

Beckmann and Thompson (1997) as solving tasks where the solution requires 

applying a familiar method, often with no confirmation, justification, or proof is 

required. Only a single correct answer is possible. In general, LOT is 

characterised as solving tasks while working in familiar situations and contexts; or 

applying well-known methods familiar to the students. 

3 The north-east quadrant (red quadrant) in Figure 4.2, of the Cognitive Process 

cells A4, A5, A6 crossed with Knowledge Dimensions, in cells B4, B5, and B6 

may provide evidence of deeper levels or higher order of cognition, but with 

shallower or lower order of knowledge. 

4 The south-west quadrant (white quadrant) in Figure 4.2, of the Cognitive Process 

cells C1, C2, C3 crossed with Knowledge Dimensions, in cells D1, D2, and D3 

may provide evidence of deeper levels or higher order of knowledge, but with 

shallower or lower order of cognition (Goldman, 2010). 

4.7.3. One working definition of cognition and knowledge (HOT) 

This research requires a definition of HOT to evaluate high cognition and high 

knowledge (HOT) standards of leadership by adolescent students. The main difference 

between LOT and HOT as described in the literature in Sections 4.7, 4.7.1 and 4.7.2 

(pp. 777–789) is the familiarity and experience a student has to a task and whether the 
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student already knows a procedure or key strategy that, when used properly, will lead to 

a correct solution. Therefore, for this thesis, the definition, in Section 4.7.2, of Stein and 

Lane (1996) is used since it is specific to leadership pedagogies and summarises most 

explanations of HOT found in the literature. 

4.7.4. Two of four quadrants applied to this research 

Only LOT and SK, see yellow quadrant in Figure 4.2, and HOT and DK, see blue 

quadrant in Figure 4.2, were postulated in the second broad research question and the 

second hypothesis, due to the age of the students and the limitation to the leadership 

program over one semester (20 weeks). The comparisons of the means for these 

Leadership Students’ and non-leadership students’ LOT and SK, and, HOT and DK in 

the pretest and posttest analysis will seem misleading. However, the descriptors of 

cognitive process dimension and the knowledge dimensions for HOT and DK differ 

greatly from the descriptors of LOT and SK. These scores are a cumulative score, not a 

Likert scale, as used with transformational leadership behaviour (see definitions of HOT 

and DK, and, LOT and SK in Section 4.7.2). 

4.7.5. Application of Anderson and Krathwohl’s theoretical 

framework 

The six Cognitive Process Dimensions include 19 subgroups of verbs while the four 

Knowledge Dimensions include 11 types of nouns (see Figure 4.3, p. 811). This new 

alignment produces a total of 209 specific cells in Anderson and Krathwohl’s (2001) 

theoretical framework. Applying this theoretical framework to students’ cognitive 

development of leadership should help provide data to assist in analytical guidelines and 

purposeful goals for educational programs which are then developmentally, 

educationally, and psychologically sound (Carrington, 2006; Hogan, 2007). 
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Figure 4.3 Anderson and Krathwohl’s (2001) theoretical framework of cognitive processes crossed with knowledge dimensions, showing the suggested 4 

quadrants, 24 broad categories, and 209 specific cells  

Source: Anderson, L. W., Krathwohl, D. R. (Eds.) (2001). A Taxonomy for Learning, Teaching and Assessing. New York: Addison Wesley Longman 

Knowledge Dimension subtypes: Term = terminology, Specific = specific details/elements, Classes = classifications/categories, Principles = principles/generalisations, 

Models = theories/models/structures, Skills = skills/algorithms, Tech = techniques/methods, Criteria = criteria for determining procedures, 

Strategic = Strategic, Cond = cognitive tasks/conditional knowledge, Self-know = self-knowledge  
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This revised and two-dimensional Anderson and Krathwohl (2001) theoretical 

framework is serviceable, user-friendly, familiar to educators (Anderson & Krathwohl, 

2001) because it can be used to identify the location, substance, direction, and strength 

of students’ knowledge and cognitive processes. For example, the highest level of 

Metacognitive knowledge “enables the possessor to look from a distance, monitoring 

and regulating action proposed in response to instruction or statement in other cells” 

(Anderson & Krathwohl, 2001, p. 301), thus promoting learning that is meaningful. The 

framework may be applied across a range of curriculum areas. The current study 

illustrates its application to the field of a Leadership program. 

4.7.6. Metacognitive and cognitive processes that guide a leader’s 

thoughts and behaviours 

Leadership researchers have sought to understand and measure the metacognitive and 

cognitive processes that guide a leader’s thoughts and behaviours (Lord & Emrich, 

2001; Wofford & Goodwin, 1994). A study by Wofford, Goodwin and Whittington 

(1998) explored the metacognitive process of transformational and transactional leaders 

through analysing behavioural reports from subordinates. 

The researchers found that thought processes associated with transformational 

leadership behaviours were indicators of transformational cognition, while thought 

processes related to transactional leadership behaviours were indicators of transactional 

cognition. Such cognition then, in turn, predicted transformational and transactional 

leadership behaviours as measured by Bass’ (1985) MLQ (Wofford et al., 1998). Thus, 

the study of metacognitive and cognitive processes and their influences on leadership 

behaviour is an important area of leadership research (Lord, Brown, Harvey, & Hall, 

2001) including that of adolescent leadership research. 

4.8. Conclusion 

The contemporary exemplar of leadership’s model called the Full Range Leadership 

Model (FRLM) was introduced in Chapter 4. The function of the FRLM using the 

Multifactor Leadership Questionnaire (MLQ), its short history and modifications, and 
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the composition of the MLQ has also been addressed. A brief explanation of the three 

leadership constructs has been addressed, namely transformational leadership with its 

five elements, transactional leadership with its three elements, and, passive/avoidant 

leadership with its one element. Examples of the MLQ’s uses and validity have been 

addressed. 

Chapter 4 also presented an analysis of the theory of Bloom’s Taxonomy and Bloom’s 

Revised Taxonomy here called Anderson and Krathwohl’s theoretical framework after 

its authors. The concepts of adolescents’ cognition and knowledge about Leadership 

was examined using Anderson and Krathwohl’s (2001) theoretical framework. 

The applications of these two theoretical frameworks were used as a means of 

identifying the perceived transformational leadership behaviour of adolescent boys, as 

well as the strengths of students’ leadership cognition and knowledge. Chapter 5 

addresses the research method, the ethics, sampling frame, the sample and the two 

instruments used, the collection procedures for conducting the research, and the 

quantitative data statistical analysis to be used.
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Chapter 5. Methodology 

A quantitative research design is the foundation for this study. First, a modified version 

of Bass and Avolio’s (2000) established and consistent MLQ was the primary data 

collection instrument to identify the level of transformational leadership behaviour of 

emerging adolescent leaders identified by these adolescents. Second, Anderson and 

Krathwohl’s (2001) theoretical framework for learning, teaching, and assessing 

(Anderson & Krathwohl, 2001) was used to determine the depths of Leadership 

Cognition and Leadership Knowledge exhibited in an essay written by these Year 10 

adolescent boys. 

5.1. Two research questions 

This study examined the perceived and exhibited leadership characteristics of a sample 

of 15-year-old adolescent boys who attended a one-semester-long secondary school 

course on leadership (see Timeline, yellow areas in Figure 5.1). These characteristics 

were assessed using two research questions. The first research question addressed 

adolescent boys’ perception of their own leadership. That is: does the impact of a 

school-based leadership course with adolescent boys have them identifying an 

approach towards transformational leadership? In response to this question, the data 

collected was quantitative data since the modified Bass and Avolio’s (2000) Multifactor 

Leadership Questionnaire collects only quantitative data. 

The second research question addressed the concept of leadership exhibited by these 

adolescent boys. That is: does the impact of a school-based leadership course with 

adolescent boys have them identifying the concepts of leadership in terms of high levels 

of cognition and, high levels of knowledge? Anderson and Krathwohl’s (2001) 

theoretical framework for learning, teaching, and assessing was used here for collecting 

quantitative data for this second broad research question. 
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Date Event 

Start of semester 

19 July Pilot trial of Essay and M-MLQ 

20 July Possible modification to Essay and M-MLQ 

26 July Administration of Pretest Phase of Essay and M-MLQ 

July–Nov Leadership Lessons for students who selected the Leadership Subject 

13 November Pilot trial of Essay and M-MLQ followed by possible modification to both instruments 

20 November Administration of Posttest Phase of Essay and M-MLQ 

End of semester 

Figure 5.1 Timeline of data collection of Leadership Essays and M-MLQ for Year 10 students 

5.2. Hypotheses 

The hypotheses tested for each of the two research questions were as follows: 

H1: If the leadership students undertake this intervention they will have higher 

perceived levels of transformational leadership behaviour compared with 

the non-leadership students. 

H2: If the leadership students undertake this intervention they will have higher 

perceived level of leadership, in terms of high cognition and high 

knowledge compared with the non-leadership students. 

5.3. Research design 

Two instruments were used to investigate these two hypotheses about adolescent boys’ 

perceptions of Leadership. The first instrument was a modified Bass and Avolio’s 

(2000) MLQ. The modifications to the MLQ were made to the descriptive terminology 

in the questions to more clearly associate each statement with the adolescent learning 

environment. Pounder (2008) followed a similar process and modified the MLQ for a 

leadership research program in a classroom environment (Pounder, 2008). The second 

instrument was a content analysis of boys’ essays using Anderson and Krathwohl’s 

(2001) theoretical framework. These two instruments were used to explore the level of 

transformational leadership behaviour and the levels of cognition and knowledge of the 

Year 10 students both before (pretest) and after (posttest) the school course on 

leadership (see Appendix B, p. 1599). 
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5.4. Description of research context 

The sampling frame for this study was a private boy’s secondary school in Queensland, 

Australia. The school is a member of the Greater Public Schools Association (GPS), 

which consists of nine schools in the south-east corner of Queensland. Each of the 

greater public schools has existed for more than 100 years, which is to be considered a 

long history for schools in Australia. 

The School motto is “Learning to Lead”. The motto provided the educational mission 

and ethical milieu for the boys, the staff, and also the public relations image generated 

for the school community. Parents of the boys at this school generally perceived this 

leadership mission as a significant focus for their boys’ educational experiences. The 

school, which was the research site for this study, actively promoted its motto about 

leadership through three foci. These were (i) a voluntary academic leadership course of 

one semester duration (20 weeks at 3.3 hours per week, face-to-face) taught by this 

researcher, (ii) a practical course using sport as the foundation to teach leadership, for 

one hour per week, and (iii) a tri-service cadet program of Navy, Army and Air Force 

cadets. Cadets’ leadership classes or meetings average 30 minutes. The tri-service 

program was compulsory for Years 9 and 10 boys (aged about 14 to 15 years). Further, 

the school expected all boys to play sport. Both the practical sport and tri-service 

programs catered for all boys in Years 8 to 12 (aged about 13 to 18 years). 

5.5. Sample 

The population for this thesis consisted of a total of 158 boys, aged about 15 years. 

These included two groups, namely boarding students, known as boarders, and students 

who attend on a daily basis, known as day boys. The male student cohort had 158 

students of whom approximately 100 are day boys, and about 58 are boarders. In order 

to promote a pastoral care program, the school has 12 Houses (four boarding Houses 

and eight day-boy Houses). Each House is administered by a Housemaster, who also 

takes on the extra position of mentoring leadership for the boys in his/her house. 

The cohort was divided into six academic classes of approximately 26 students each. 

The Leadership subject was an elective discipline, which students voluntarily chose to 

study in this area of interest. These 26 students completed both Bass and Avolio’s 
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(2000) modified MLQ and the Leadership Essay, in the first week of Semester 2 in July 

2012 (pretest), and week 19 (posttest) of the same semester (as presented in Figure 5.1, 

p. 855). Figure 5.1 shows the pretest in green, and posttest in red. 

5.6. Instruments 

The two key instruments used to gather data for this research were the modified MLQ, 

and the Leadership Essay which both provided quantitative data. To assistance these 

adolescent boys to perceive transformational leadership, the researcher adapted the first 

instrument, Bass and Avolio’s (2000) MLQ to suit Year 10 boys’ linguistic and 

vocabulary usage of the 20 questions about transformational leadership (see Appendix 

C, p. 16061). Questions in the MLQ were also reworded to reflect adolescent’s 

perceptions of their own leadership behaviour. The remaining 25 questions of the 45 

questions of the MLQ measured transactional and passive/avoidant leadership and three 

outcomes namely Extra Effort, Effectiveness and Satisfaction (three questions for each 

outcome). Transactional and passive/avoidant leadership along with these three 

categories were not used to determine leadership behaviour (see Section 4.4.1, p.70). 

The three categories were disregarded as they have no significant link with the measure 

of the leadership behaviour. The Modified Bass and Avolio’s (2000) Multifactor 

Leadership Questionnaire (see Appendix C, p. 16061), which will now be called a 

Modified Multifactor Leadership Questionnaire (M-MLQ), was also delivered as a Pilot 

trial for both administration periods of the two instruments (see Timeline, Figure 5.1, p. 

855). 

5.7. The Leadership Essay 

A Leadership Essay (see Appendix F, p. 1639) was the second instrument used for this 

study. The researcher designed the Essay to gauge the depth of cognition and 

knowledge about the concept of leadership understood by the Year 10 students. The 

instrument was based on Anderson and Krathwohl’s (2001) theoretical framework for 

learning, teaching, and assessing (Anderson & Krathwohl, 2001; Figure 4.2, p. 766). 

The essay topic, ‘What is Leadership?’ was intentionally broad and was based on the 

content of the Leadership Curriculum (see Appendix A, p. 1577) that the researcher had 

designed and delivered to successive groups of Year 10 boys for six years. This essay 

task was completed twice, once as a pretest, and once (again) as a posttest, to determine 
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the levels of leadership cognition and knowledge exhibited by the Year 10 students 

before and after the 20 weeks of their academic leadership course. The leadership essay 

was administered first due to the possibility of the M-MLQ, if administered first, could 

have contaminated the cognitive and knowledge content of the boys’ essays. 

5.8. Pilot trials 

Two pilot trials were used to test both the pretest and posttest phases for evidence of 

anomalies in the two instruments namely the M-MLQ and the Leadership Essay. A pilot 

trial of the M-MLQ (addressing leadership behaviour style) and the Leadership Essay 

(addressing cognition and knowledge) was administered to ten volunteer students in the 

first week of the second semester beginning 16th July 2012 (see blue area in Figure 5.1, 

p. 855). These volunteer Year 11 students had never studied this leadership course. The 

class period used for this exercise, before a lunch break, allowed additional time for a 

discussion of both instruments. These ten volunteer students reported any obfuscations 

they found in the meanings in either of the two instruments. These tests allowed both 

the pilot trial students and the researcher to evaluate both the M-MLQ and leadership 

essay for difficulties of content, vocabulary and parameters of knowledge and cognition. 

To minimize contamination with the Year 10 Leadership class sample, these ten 

volunteer students were asked not to divulge any information about these two 

instruments to any members of the Year 10 cohort. They all agreed. 

A similar pilot trial of the M-MLQ (addressing leadership behaviour styles) and the 

leadership essay (addressing cognition and knowledge) was administered to ten 

volunteer Year 11 students who studied the first semester’s course program the previous 

year. The pilot trial was administered in the second last week of the semester, the week 

beginning 26th November 2012 (see mauve area in Figure 5.1). The same principles 

that applied to the pilot trial in the first week (see Section 5.8, p. 888) were applied to 

this pilot trial. That is, any evidence of anomalies in the pilot trial, provided by the ten 

students, was adjusted prior to the administration of the posttest to the 158 Year 10 

cohort. 
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5.9. Data collection 

Once both pilot trials were evaluated, the pretest (see green area in Figure 5.1) and 

posttest (see red area in Figure 5.1) were undertaken. The researcher collected data by 

administering both the leadership essay and the M-MLQ with the assistance of six 

independent classroom teachers responsible for six classes, in the same 50-minute 

period. Administrating the leadership essay first minimised contamination. The M-

MLQ, through its vocabulary, could have had an inflationary effect on the essay 

outcome. The researcher trained the six teachers in the administrative details. The 

administration included 20 minutes each for the Leadership Essay, and the M-MLQ. 

Appendix G (p. 16571), Instructions to Teachers, Administration of Leadership 

Questionnaire and Leadership Essay, was the foundation for the administration of the 

essay and questionnaire. 

The independent classroom teachers briefed the students regarding the objectives of the 

essay and the questionnaire. The teachers followed the briefing by distributing the tests 

to all students in their respective classrooms. The remaining ten minutes in the 

classroom period were used in administering the distribution and collection of the 

instruments (see Instructions to Teachers, Appendix G, p. 16571). The students were 

asked to write their names on both instruments at the successive times of distribution of 

the leadership essay and M-MLQ. The boys’ names were transferred from class rolls to 

individual numbers on a Microsoft Excel spreadsheet at the completion of the written 

phase and data collection. The researcher assured data privacy by securing the 

envelopes and spreadsheet in a locked filing cabinet during the analysis and as archives. 

5.9.1. Administration of the Essay and M-MLQ 

The pretest leadership essay was administered in the first week of the Semester 2 (July 

to November see green area in Figure 5.1). A class teaching period is 50 minutes in 

duration. Approximately the first five minutes of the 50 minutes were used by the 

teacher for administering the seating of the Year 10 students, distributing the leadership 

essay paper, delivering the instructions for the first instrument including directing the 

students to write their names on the front sheet, and finally, allowing the students to 

start writing their Essay. At the completion of the 20 minutes, the students were 
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instructed to stop writing their essays. The supervising teacher collected the essay 

sheets. These were placed along with class details in a marked envelope. 

Each student received the second instrument, the M-MLQ. The supervising teachers 

read the instructions to the Year 10 boys. At the completion of the reading of the 

instructions, the students wrote their names on the front sheet. The students then 

answered the M-MLQ. Some 20 minutes were allocated to answering the 20 questions 

of this questionnaire. At the completion of the 20 minutes, the Year 10 students stopped 

writing. The supervising teacher collected the M-MLQ sheets. They were placed in a 

second marked envelope, which was then sealed. Following the collection of papers, the 

students left the classroom. The same essay and M-MLQ, now renamed the posttest 

essay and M-MLQ were re-administered in the last week of Semester 2 (see red area in 

Figure 5.1, p. 855). The same pretest administrations instructions were also used for the 

posttest phase for both these instruments. 

5.10. Data analysis 

The Year 10 cohort’s M-MLQ sheets were marked using the M-MLQ marking scheme 

(see Appendix I, p. 1685). The quantitative data collected from the M-MLQ were 

analysed using the Statistical Package for Social Science (SPSS v.24.0). A paired-

samples t-test was conducted to evaluate the impact of the intervention on students’ 

scores on the M-MLQ. 

Anderson and Krathwohl’s (2001) theoretical framework for Learning, Teaching, and 

Assessing was the guide for coding the leadership students’ and non-leadership 

students’ essays (Anderson & Krathwohl, 2001; see Section 4.7.5, p.80). Each 

leadership student and non-leadership student’s essay response to the question ‘What is 

Leadership?’ lead to a content analysis. The quantitative data collected from these 

Leadership Essays in the form of cumulative scores of levels of leadership cognition 

and knowledge were analysed using the Anderson and Krathwohl (2001) theoretical 

framework to provide evidence of levels of leadership cognition and knowledge. 

The researcher read each essay. Each document was analysed for the presence of any of 

the identified 45 cells in the north-west LOT—SK quadrant (yellow) and 60 cells in the 

south-east HOT—DK quadrant (blue) of the 209 cells in the Anderson and Krathwohl’s 
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theoretical framework (see Figure 4.3, p. 811). A two-dimensional 45 and 60 cells data 

sheet table for each respondent recorded each observed instance of essay content 

satisfying any of the cells in the framework (see Appendix F, p. 1639). 

Student responses were first categorized as belonging to one of the frameworks’ specific 

45 and 60 cells (see Figure 4.3). A cumulative total of scores for each of the 45 and 60 

cells was registered on each Student’s result sheet, followed by a recording of the total 

scores on Excel and SPSS v 24.0. Quantitative scores (of incidence) were decided by 

aligning with Anderson and Krathwohl’s detailed items. The quantitative scores LOT 

and SK (LOT—SK), and, HOT and DK (HOT—DK) were determined by collapsing 

the 105 cells (see Figure 4.3) of Anderson and Krathwohl’s (2001) theoretical 

framework into 12 (six of LOT—SK and, six of HOT—DK) of the 24 broad categories 

of cognitive processes crossed with knowledge dimensions, showing cumulative total 

scores in the suggested two quadrants of LOT and SK and, HOT and DK (see Figure 

4.2, p. 766). 

5.11. Validating Anderson and Krathwohl’s theoretical 

analysis and coding 

Another University researcher checked this researcher’s analysis and coding 

interpretations of Anderson and Krathwohl’s theoretical framework for the boys’ 

essays. The high correlation of results provided validation of the data analysis using 

Anderson and Krathwohl’s (2001) theoretical framework. 

5.12. Analysis of the M-MLQ and the Leadership Essay 

The quantitative data collected from the M-MLQ and the Leadership Essay were 

analysed using the Statistical Package for Social Science (SPSS v.24.0). The paired-

samples t-test compared the leadership and non-leadership students’ M-MLQ data and 

cognition and knowledge scores. 

5.13. Contamination 

Contamination occurs when interaction between individuals randomly assigned to 

different treatment conditions causes some individuals to receive features of a treatment 
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to which they were not assigned (Donner & Klar, 2000). Contamination could have 

occurred many times during this research. Students who volunteered for the pilot trial in 

the first week and the pilot trial in the second last week had many opportunities to 

associate with other members of the Year 10 cohort and explain to them the 

implications and substance of the essay and questionnaire. 

The ten pilot-trial Year 11 students, who completed the pilot trial in June, were asked 

not to contaminate the information to any members of the Year 10 cohort. Teachers 

independently administering both the Leadership Essay and the M-MLQ to the students. 

Close examination minimized contamination within the sample. One week before the 

administering of the M-MLQ and Essay, each supervising teacher was handed a brief, 

prescribing directions to administer the Leadership Essay and the Questionnaire (see 

Appendix H, p. 1662). Each supervising teacher read the brief to his/her respective class 

on the day and prior to the administering of the M-MLQ and Essay. Administering the 

pretest and posttest to the six groups in the same lesson period, on the same school day 

minimised contamination of results. 

5.14. Ethics statement 

An application was submitted (Reference Number EDN/58/12/HREC) for this research 

to Griffith University’s Ethics Committee. In response to the Committee’s requests, 

minor adjustments were undertaken to construct this version of the questionnaire used 

for the Full Range Leadership Model (FRLM) called the Multifactor Leadership 

Questionnaire (MLQ), then resubmitted. Questions in the MLQ were reworded to 

reflect adolescent’s perceptions for this research project to proceed. 

5.15. Conclusion 

Chapter 5 addressed the research questions, data collection method, sampling frame, 

sample, the Multifactor Leadership Questionnaire, the Leadership Essay, pilot trials, 

data collection, and contamination. Chapter 5 also addressed the Modified Multifactor 

Leadership Questionnaire (M-MLQ) about behaviour and verified the reason for using 

one leadership behaviour only. The Leadership Essay identified the two levels of 

leadership cognition and knowledge. A Content Analysis of the Essay was analysed 

using Anderson and Krathwohl’s (2001) theoretical framework to explore and provide 
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evidence of levels of thinking of leadership cognition and knowledge. SPSS v.24.0 

recognised the quantitative analysis of data. The next chapter, Chapter 6 provides the 

results of the data analysis. 
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Chapter 6. Results 

The analyses of this Adolescent Leadership Study comprise the subject of this chapter. 

The results are the adolescent boys’ perceived transformational leadership behavioural 

style scores and the cognition and knowledge leadership scores. Both sets of data were 

obtained at two different times during the one semester-long leadership course. The first 

results (the pretest) were obtained during Week One, and the second results (the 

posttest) at the course’s completion 19 weeks later. The two sets of data presented here 

originated from the two specific research questions with their associated hypotheses. 

Chapter 6 concludes with a summary of all these research results. A paired-samples t-

test was conducted using The Statistical Package for Social Science (SPSS v.24.0) to 

evaluate the impact of the intervention on the leadership and non-leadership students’ 

scores for leadership behaviour, and, leadership cognition and knowledge. 

6.1. Aim of this study 

The aim of this study examined the perceived and exhibited leadership characteristics of 

a sample of adolescent boys at an Australian private secondary school who attended a 

one-semester long secondary school course on leadership. The adolescent boys used the 

examination of these leadership characteristics here to provide an evaluation of this 

leadership course. 

6.2. Population of leadership and non-leadership students 

For the purpose of enhancing clarity, these 26 students (16.5% of the population) who 

attended the Leadership Course were categorised here as leadership students. The 

remaining 132 students, who did not study this leadership course, were categorized as 

non-leadership students. These terms leadership students and non-leadership students 

were substituted after Section 6.2 (p. 944) for the term “adolescent students”. 

The study specifically explored two characteristics of this population of 158 boys. The 

first characteristic was the students’ perception of their own leadership behaviour (the 

praxis application of leadership). The second was their exhibition of cognition and 

knowledge of leadership. This investigation focused on two research questions, the 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

95 

combination of which identified the boys’ approaches to their perceived leadership 

behaviours, and their identification of leadership cognition and knowledge. The first 

research question, does the impact of a school-based leadership course with adolescent 

boys have them identifying an approach towards transformational leadership? 

supported the first hypothesis related to the Leadership behaviour of the boys. 

H1: If the leadership students undertake this intervention they will have higher 

perceived levels of transformational leadership behaviour compared with 

the non-leadership students. 

The second research question, does the impact of a school-based leadership course with 

adolescent boys have them identifying the concepts of leadership in terms of high levels 

of cognition and, high levels of knowledge? supported the second hypothesis related to 

the Leadership cognition and knowledge of the boys. 

H2: If the leadership students undertake this intervention they will have higher 

perceived level of leadership, in terms of high cognition and high 

knowledge compared with the non-leadership students. 

6.3. Measurements used in leadership behaviour data 

collection 

Only transformational leadership behaviour was postulated in the first research question 

and the first hypothesis for two reasons. First, the age of the students would decree the 

form of a complex transformational leadership behaviour in preference to studying three 

behaviours. The length of one semester was a limitation for the introduction of the 

subject of leadership. The learning and experience of one behaviour in detail was more 

advantageous to a general learning of three behaviours in 20 weeks. Second, the 

school’s culture was based on a transformational leadership philosophy (see Section 5.4, 

p. 866). 
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6.4. Results of leadership students’ perceived leadership 

behaviour variations 

Table 6.1 shows the data used to determine whether expected changes identified in the 

first hypothesis differ in the forecast of evidence in the independent behaviour of 

transformational leadership for leadership and non-leadership students. The data in 

Table 6.1 show both the 26 leadership students’ and 132 non-leadership students’ 

perceptions of transformational leadership have increased over the 20 weeks Semester 

duration. The leadership behaviour diagnostic instrument, the M-MLQ, used a five-

point Likert Scale with the following scores: 0 = Not at all, 1 = Once in a while, 2 = 

Sometimes, 3 = Fairly often, and 4 = Frequently, if not always. A paired-samples t-test 

was applied to evaluate the impact of the intervention on leadership students’ scores on 

transformational leadership. There was no statistically significant increase in leadership 

students’ scores from the pretest (M = 2.62, SD = 0.48) to posttest (M = 2.72, SD = 

0.37), t (25) = -.99, p = 0.33 (two-tailed). The mean increase in the leadership students’ 

scores was 0.1 with a 95% confidence interval ranging from -.32 to .11. The eta squared 

statistic (.04) indicated a subtle effect. 

Table 6.1 Pretest and posttest transformational leadership scores 

Group Pretest Posttest t p Eta squared 

M SD M SD 

Leadership 2.62 0.48 2.72 0.37 -0.99 0.33 0.04 

Non-Leadership 2.55 0.34 2.69 0.44 -2.88 0.01 0.06 

 

Table 6.1 also shows the mean scores for the non-leadership students’ perception of 

leadership behaviour. There was a statistically significant increase in Non- Leadership 

Students’ scores from the pretest (M = 2.56, SD = 0.34) to posttest (M = 2.69, SD = 

0.44), t (131) = -2.88, p < .05 (two-tailed). The mean increase in the non-leadership 

students’ scores was 0.13 with a 95% confidence interval ranging from -.21 to -.03. The 

eta squared statistic (.06) indicated a moderate effect size. These non-leadership 

students were not participants in the leadership course over the duration of the semester. 
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6.5. Leadership cognition and knowledge data 

Error! Reference source not found. shows the data for the pretest LOT and the 

posttest LOT for both leadership students and non-leadership students. The data 

confirmed changes identified in the second hypothesis, and established variations in the 

forecast of evidence in the two independent leadership variables of cognition and 

knowledge.  

Table 6.2 Pretest and posttest LOT scores 

Group Pretest-LOT Posttest-LOT t p Eta squared 

M SD M SD 

Leadership 5.5 2.39 11.12 2.56 -6.9 <.0001 0.66 

Non-Leadership 5.19 2.37 8.76 3.71 -9.1 <.0001 0.39 

 

As discussed in Section 5.11, (p. 911), a content analysis was undertaken of each 

leadership student’s and non-leadership student’s essay response to the question, ‘What 

is Leadership?’ The quantitative data collected from these leadership essays in the form 

of cumulative scores of levels of leadership cognition and knowledge were analysed 

using the Anderson and Krathwohl (2001) theoretical framework to provide evidence of 

levels of Leadership cognition and knowledge. Each essay was read by the researcher 

and content analysed for the presence of any of the identified 105 of the 209 cells in the 

Anderson and Krathwohl’s theoretical framework (see Figure 4.3, p. 811). Each 

observed instance of essay content satisfying any of the cells in the framework was 

recorded on a two-dimensional 105 cell data sheet table for each respondent (see 

Appendix G, p. 16571). A cumulative total of scores for each of the 45 cells in the 

north-east (yellow) quadrant and the 60 cells in the south-east (blue) quadrant (Figure 

4.3) were registered on each Student’s result sheet, followed by a registration of the 

total scores on Excel and finally SPSS v 24.0. Quantitative scores (incidence) were 

determined by collapsing these two quadrants (45 cells and 60 cells) into the smaller 

Figure 4.2 comprising of the north-west LOT—SK quadrant (yellow) and the south-east 

HOT—DK quadrant (blue) (see Figure 4.2, p. 766). 
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6.5.1. Contrast of leadership students’ and non-leadership 

students’ LOT and HOT data 

A paired-samples t-test was conducted to evaluate the impact of the intervention on both 

leadership and non-leadership students’ scores on LOT (pretest) and LOT (posttest)). 

There were statistically significant changes in both leadership and non-leadership 

students’ scores. The data in Error! Reference source not found. show the leadership 

students improved from a pretest (M = 5.5, SD = 2.39) to a posttest (M = 11.12, SD = 

2.56), t (25) = -6.9, p < .0001 (two-tailed). The eta squared statistic (.66) indicated a 

large effect size. The score of the non-leadership students improved from a pretest (M = 

5.19, SD = 2.37) to a posttest (M = 8.76, SD = 3.71), t (151) = -9.1, p < .0001 (two-

tailed). The eta squared statistic (.39) indicated a large effect size. The mean increase in 

the leadership students’ scores was 5.62 with a while the mean increase in the non-

leadership students’ scores was 3.57. 

Data in Table 6.3 show a considerable change in the leadership students’ cognition and 

knowledge scores from a pretest HOT (M = .5, SD = 1.5) to a posttest HOT (M = 1.08, 

SD = 1.5), t (25) = -1.32, p = .2 (two-tailed). The eta squared statistic (.07) indicated a 

moderate effect size. The increase suggests significant improvement in the order of 

thinking in the two leadership characteristics of cognition and knowledge for leadership 

students between the commencement and completion of the 20-week duration 

leadership course. Data in Table 6.3 also show a considerable change in the non-

leadership students’ cognition and knowledge scores from a pretest HOT (M = .33, SD 

= 1.27) to a posttest HOT (M = .07, SD = .41), t (132) = 2.34, p = .02 (two-tailed). The 

eta squared statistic (.04) indicated a minimal/small effect size. This is a significant 

decline in the order of thinking in the two leadership characteristics of cognition and 

knowledge for the non-leadership students during the 20-week semester. These two 

changes in data will be analysed further in Chapter 7 Analysis and discussion. 

Table 6.3 Pretest and posttest HOT scores 

Group Pretest-HOT Posttest-HOT t p Eta squared 

M SD M SD 

Leadership 0.5 1.5 1.08 1.5 -1.32 0.2 0.07 

Non-Leadership 0.33 1.27 0.07 0.41 2.34 0.02 0.04 
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6.6. Chapter summary 

The leadership students and non-leadership students’ data in the leadership 

characteristics of behaviour, cognition and knowledge has been the focus of this 

chapter. These results include the independent variables of perceived adolescent 

leadership behaviour styles using a modified Multifactor Leadership Questionnaire 

(Bass & Avolio, 2000), and the cognition and knowledge about leadership using 

Anderson and Krathwohl’s (2001) theoretical framework for Learning, Teaching and 

Assessing. The results of this study will extend previous research in leadership 

characteristics, namely, leadership behaviour, cognition and knowledge in adolescents. 

First, adolescents perceive the extent to which their teachers, coaches, parents and 

mentors use leadership behaviour consistent with the behaviour of transformational 

leadership. The current results demonstrate that levels of transformational leadership 

behaviours are not only exhibited by adults, but by adolescents as well. Second, by 

showing that adolescent boys do exhibit an understanding of the concept of leadership, 

in terms of behaviour, cognition and knowledge, may have decisive implications for 

later studies in leadership. The next chapter, Chapter 7 will analyse and discuss the 

results. 
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Chapter 7. Analysis and discussion 

This chapter focuses on an analysis and discussion of the two research questions. A 

discussion of the data follows the findings of these questions. The two research 

questions are: 

• Does the impact of a school-based leadership course with adolescent 

boys have them identifying an approach towards transformational 

leadership? 

• Does the impact of a school-based leadership course with adolescent 

boys have them identifying the concepts of leadership in terms of high 

levels of cognition and, high levels of knowledge? 

7.1. Answers to these research questions 

These two research questions generated two hypotheses which were investigated to 

determine the levels of leadership characteristics in a sample of adolescent leadership 

students who attended a one-semester secondary school course on leadership. The study 

specifically examined two characteristics of boys, first, the students’ perceptions of their 

competencies of their leadership behaviour (the praxis application of leadership), and 

second, their cognition and knowledge of leadership studied in that Leadership Course. 

The two hypotheses generated from the two research questions are: 

H1: If the leadership students undertake this intervention they will have higher 

perceived levels of transformational leadership behaviour compared with 

the non-leadership students. 

H2: If the leadership students undertake this intervention they will have higher 

perceived level of leadership, in terms of high cognition and high 

knowledge compared with the non-leadership students. 
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7.2. Leadership students’ and non-leadership students’ 

Transformational Behaviour pretest and posttest 

Scores 

Figure 7.1 shows a comparison of the pretest means for both leadership students’ and 

the non-leadership students’ transformational leadership behaviour. Namely, blue 

represents transformational leadership (highest form of leadership) positioned in the 

Active-Effective quadrant compared with the positions of transactional (in green) on the 

Active-Passive quadrant. Passive/avoidant leadership (the lowest form of leadership, in 

red) is positioned in the Passive-Ineffective quadrant. The leadership students’ mean (M 

= 2.62) presented data that scored slightly above the non-leadership students’ behaviour 

data (M = 2.55, see also Table 6.1, p. 966). 

 

Figure 7.1 Results of the Pretest Leadership Behaviour means for leadership students’ (L) 

and non-leadership students’ (Non-L) 

Note: The leadership behaviour diagnostic instrument, the M-MLQ, used a five-point Likert 

Scale with the following scores: 0 = Not at all, 1 = Once in a while, 2 = Sometimes, 3 = 

Fairly often, and 4 = Frequently, if not always. 
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In comparison, Figure 7.2 shows the posttest means for both leadership students’ and 

the non-leadership students’ Transformational leadership behaviour, namely, blue 

represents transformational leadership (highest form of leadership). The leadership 

students’ mean (M = 2.72) presented data that scored slightly above the non-leadership 

students’ behaviour data (M = 2.69, see also Table 6.1, p. 966). 

The data from the M-MLQ showed that the two samples of students perceived elements 

of transformational leadership. The means for both leadership students and non-

leadership students’ transformational leadership behaviour increased from the pretest 

phase to the posttest phase, but, at different rates (see Figure 7.1 and Figure 7.2). The 

leadership students’ mean increase appeared more noticeable. Given the data for 

hypothesis one for transformational leadership at the beginning of the leadership course, 

(M = 2.62, SD = 0.48), it is concluded that studying the leadership course resulted in an 

improved leadership students’ perceptions of transformational leadership behaviour 

over the 20 weeks duration semester course. 

 

Figure 7.2 Results of the Posttest Leadership Behaviour means for the leadership students’ 

(L) and non-leadership students’ (Non-L) 
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7.3. Analyses of the Leadership Essays 

As discussed in Section 5.11, p. 911, the coding of the leadership students’ and non-

leadership students’ essays used Anderson and Krathwohl’s (2001) theoretical 

framework for Learning, Teaching, and Assessing (Anderson & Krathwohl, 2001). A 

content analysis was undertaken of each leadership student’s and non-leadership 

student’s essay response to the question, ‘What is Leadership?’ The quantitative data 

collected from these leadership essays in the form of cumulative scores of levels of 

leadership cognition and knowledge were analysed using Anderson and Krathwohl 

(2001) theoretical framework to provide evidence of levels of leadership cognition and 

knowledge. These leadership essay scores are not Likert scores as used in the leadership 

behaviour hypothesis, but cumulative scores attained in each of the two Anderson and 

Krathwohl (2001) (north-west (yellow) and south-east (blue)) quadrants (see Figure 4.2, 

p. 766). 

As explained earlier in Section 5.10, the researcher read and analysed each essay for the 

presence of any of the identified 105 of 209 cells in the Anderson and Krathwohl’s 

theoretical framework (see Figure 4.3, p. 811). The researcher recorded each observed 

instance of essay content satisfying any of the cells in the framework on a two-

dimensional 209 cell data sheet table for each respondent (see Appendix G, p. 16571). 

An aggregate of scores for each of the 105 cells was registered on each student’s result 

sheet, followed by a calculation of the total scores. Quantitative scores of incidences 

were determined by aligning with Anderson and Krathwohl’s detailed items. The 

researcher identified the quantitative scores of essays’ contents by collapsing the 105 of 

the 209 cells (see Figure 4.3) of Anderson and Krathwohl’s (2001) theoretical 

framework into 12 cells (six LOT and six HOT) and broad categories of cognitive 

processes crossed with knowledge dimensions, showing the suggested two quadrants 

(LOT yellow and HOT blue) (see Figure 4.2, p. 766). 

7.3.1. All students’ pretest and posttest cognition and knowledge 

scores 

After this intervention, the leadership students recorded higher perceived levels of 

leadership in both the LOT and HOT regarding cognition and knowledge (see Table 6.1, 

p. 966, and Error! Reference source not found., p. Error! Bookmark not defined.7). 
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At the end of the semester, the leadership students and non-leadership students recorded 

higher perceived levels of cognition and knowledge of leadership. That is, there were 

increases in both samples from the pretest LOT to the posttest LOT, and, increases from 

the pretest HOT to the posttest HOT only for leadership students. 

7.4. Discussion of leadership behaviour scores 

Some researchers of leadership have suggested that the MLQ is influenced by 

contextual factors such as organisational type (Lowe et al., 1996; Yukl, 1999). Other 

research has verified that the range of normal leadership behaviours may adapt 

depending on the organisational level of the leader (Den Hartog et al., 1997). 

Accordingly, this present research was designed to investigate a leadership model 

measurement that targeted inexperienced, adolescent boys whose concerns were to 

develop leadership characteristics of behaviour, cognition and knowledge in 

concurrence with the school’s requirements to support the school’s motto of “Learning 

to Lead”. The study was based partly on one Multifactor Leadership style which limited 

the leadership categories to transformational leadership (highest level). 

7.5. Discussion of results data about the research 

questions 

Two research questions generated two hypotheses. These will now be discussed to 

examine the leadership educational outcomes for this sample of leadership students who 

attended a one-semester secondary school course on leadership. 

7.6. Leadership behaviour specific research question 

The following sections provide a discussion of the first research question addressing 

adolescent boys’ perception of their leadership. That is, does the impact of a school-

based leadership course with adolescent boys have them identifying an approach 

towards transformational leadership? This one leadership-specific behavioural research 

question involved transformational leadership, the highest level of leadership behaviour 

of the FRLM. 
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Figure 7.3 shows the transformational leadership scores for both leadership students and 

non-leadership students. The columns display a representation of self-rating means with 

reasonably similar profiles, along with increases from pretest to posttest in the two 

means of approximately one-tenth of a Likert scale unit for both samples over the 

academic semester. 

 

Figure 7.3 Means of Transformational scores for both leadership students and non-leadership 

students 

The data show that both leadership students’ and non-leadership students’ samples 

perceived transformational leadership behaviour at the beginning of the leadership 

course (for the leadership students) and the beginning of the semester (for the non-

leadership students). Furthermore, for both samples, their perceptions of 

transformational leadership behaviour increased by the end of the course/semester but 

by different quantities (see Table 6.1, p. 966 and Figure 7.3). 

7.7. Overall leadership behaviour 

The broad behavioural question focused on the leadership behaviour dimensions of 

Year 10 adolescent boys using the transformational sections of the M-MLQ. The pattern 

of relationships between Bass’s (2001) leadership value of transformational leadership 

and this research result is consistent with previous findings in the U.S.A. and several 

other countries (Avolio, Kahai, & Dodge, 2001). Those research results support Bass’s 

claim of universal applicability for his leadership model for adults. This experimental 

research appears to be the first time that adolescent leadership behaviour has been 
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examined concerning the leadership-related outcomes measured by the modified MLQ 

in a boys’ secondary school environment. This one employment-related leadership 

behaviour, namely transformational leadership, was found to be associated with Bass’s 

(2001) claim of universal applicability for his leadership model. However, Burns (1978) 

had introduced the concept of transformational leadership earlier, and later Burns (2003) 

described leadership as “a master discipline that illuminates some of the toughest 

problems of human needs and social change, and in the process, exploits the findings of 

political science, history, sociology, philosophy, theology, literature, and psychology” 

(Burns, 2003, p. 9). 

Here, the relationship between the leadership students and the one leadership behaviour 

(transformational leadership) was a significant focus of this research question. A 

moderate association was found in the posttest phase data between the leadership 

students and their perceived leadership style of transformational leadership. The result 

supported the first hypothesis that is summarised as stating that the Year 10 adolescent 

leadership students have a higher perceived level of transformational leadership 

behaviour compared with the non-leadership students’ perceived levels of 

transformational leadership behaviour. However, these data from the M-MLQ also 

imply a real emphasis on transformational leadership. The reliance on this leadership 

behaviour suggests that these adolescent boys are developing their leadership styles 

concurring with their school environment which gives the impression of encouraging 

transformational leadership. The transformational leadership result supports the first 

hypothesis that the leadership students commenced this intervention and at the 

completion of the semester’s program have a higher perceived level of transformational 

leadership behaviour compared with the level of transformational leadership of the non-

leadership students. 

The resources on school campus demonstrate numerous examples of transformational 

leadership that are executed both explicitly and implicitly. Most teaching staff 

implement a transformational leadership culture through their professional interaction 

with the students. One example is the academic mentoring program, which often 

becomes a one-on-one (teacher to student) counselling program. A second example is 

the one-on-one sports coaching skills development program. Other patterns of 

transformational behaviour are evident in the school. For example, the school culture 
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places a strong emphasis on the development of transformational leadership through the 

House System. Here, senior students lead the Houses using transformational procedures 

under the mentorship of the House Master. Such leadership principles as delegation, 

inter-personal skills, problem-solving and decision-making are significant growth 

factors in the House structure. 

The adolescent students’ data suggest a slight difference in the means in self-perception 

of transformational leadership in the posttest phase for both leadership students and 

non-leadership students. The leadership students studied both practical and theoretical 

leadership knowledge in the leadership course. Conversely, no transformational 

leadership information was officially studied by the non-leadership students throughout 

the semester. The minimal mean differences between the leadership students and non-

leadership students imply differences in the perception of transformational leadership. 

This statement seems to be relevant to the teaching of the 20-week leadership course 

favouring the leadership students. The slight discrepancies may also be due to the 

variations in the numbers in the two samples of 26 leadership students compared with 

132 non-leadership students. These differences, although prominent in the behaviour 

questions, seem to be more evident in the boys’ knowledge and cognition, as will be 

discussed in the next sections of this chapter. 

7.8. Overall leadership cognition and knowledge 

Cognitive Leadership Theory has no directly identified author, but concepts of 

Cognitive Leadership Theory were implied as early as the mid-1970s (Eden & Leviatan, 

1975). Instead, the expression Cognitive Leadership Theory suggests a broad range of 

approaches with the collective focus on how leaders and followers process information 

and act upon their cognition (Avolio, Walumbwa, & Weber, 2009). A leadership 

outcome should result from the constructed meanings of group activities regarding the 

effectiveness of a leader who initiates an action to occur (Davis, 2003). 

An assumption that leadership knowledge is created through an interactive process of 

drawing out, analysing and integrating the link between knowledge creation and 

transformational leadership was suggested by Bhatt (2000) and Sosik (1997). Research 

by Szulanski (1996), however, indicates that there are significant barriers to the 

interactive process supporting knowledge sharing and integration, many of which are 
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related to poor interpersonal relations and lack of trust. As a counter to these barriers, 

transformational leadership has been found to be useful for the development of healthy 

interpersonal relationships (Mannheim & Halamish, 2008). For example, Howell and 

Hall-Merenda (1999) found that transformational leadership has a strong positive 

association with high-quality exchange relationships between leaders and followers 

because mutual respect, trust and concern are facilitated by the leadership characteristics 

in transformational leadership. It seems, therefore that transformational leadership is 

conducive to increased knowledge of leadership, and this may well apply to these 

adolescent boys. 

7.8.1. Specific research questions 

The following sections focus on answering the subsequent cognition and knowledge 

research question, that is: does the impact of a school-based leadership course with 

adolescent boys have them identifying the concepts of leadership in terms of high levels 

of cognition and, high levels of knowledge? 

Inspection of the columns of mean values, in Figure 7.4, suggest varying scores in 

cognition and knowledge for both leadership and non-leadership students. The columns 

also show changes in the two means from the LOT (pretest) to the LOT (posttest) for 

both means for leadership and non-leadership students. 

As discussed in Sections 5.11 (p. 911), and 6.5 (p. 977), the marking of both leadership 

students’ and non-leadership students’ essays were undertaken using Anderson and 

Krathwohl’s (2001) framework for Learning, Teaching, and Assessing (see Figure 4.2, 

p. 766). A content analysis was undertaken of each leadership student’s and non-

leadership student’s essay response to the question, ‘What is Leadership?’ Of note in 

Figure 7.4, are the findings that show both leadership students’, and non-leadership 

students’ data exhibit changes to the leadership cognition and knowledge characteristics 

during the semester. The differences between the pretest (two left blue columns) and the 

posttest (two right brown columns) demonstrate a change from an awareness of LOT 

(pretest) in cognition and knowledge to a higher consciousness of LOT (posttest) in 

cognition and knowledge. 



Effectiveness of an adolescent leadership curriculum A. R. Knox 

109 

 

 

 

 

 

 

 

Figure 7.4 Means of Low Cognition and Low Knowledge (Pretest) and Low Cognition and 

Low Knowledge (Posttest) for both leadership students and non-leadership 

students 

Note: These scores are a cumulative scores, not Likert scales as used in the transformational data. 

7.8.2. High cognition and high knowledge data for leadership 

students and non-leadership students 

The leadership students and non-leadership students cumulative scores in high cognition 

and high knowledge (HOT) columns for both pretest and posttest show changes in the 

columns in Figure 7.5. These columns show self-rating means representing the 

variations in the data for both samples. The leadership student’s posttest (brown 

column) height shows a substantial increase in the HOT column when compared with 

the pretest (blue column). Conversely, the non-leadership students’ posttest (brown 

column) height shows a substantial decrease in the height of the HOT column when 

compared with the pretest (blue column) height. 

7.9. Overall leadership cognition and leadership 

knowledge evaluation 

Comparisons of the leadership students’ and non-leadership students’ cognition and 

knowledge mean scores reveal differences in these two samples. The two posttest means 

in Figure 7.4 (LOT), and Figure 7.5 (HOT) show that the leadership students’ data 

suggest the greater improvement in the ‘order of thinking’ of the two samples. 
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According to these results, the leadership students have undertaken this intervention and 

have developed a higher perceived level of leadership, regarding high cognition and 

high knowledge compared with the non-leadership students. This statement complies 

positively with the second hypothesis. 

 

Figure 7.5 Means of High Cognition and High Knowledge (Pretest) and High Cognition and 

High Knowledge (Posttest) for both leadership students and non-leadership 

students 

Note: These scores are a cumulative score, not Likert scales as used in the transformational data. 

 

An evaluation of these data suggest that these leadership students and non-leadership 

students have exhibited higher order thinking skills for leadership cognition and 

knowledge through detecting leadership, coordinating leadership and judging leadership 

at the higher order cognitive and knowledge levels (see Figure 4.2, p. 766). These 

student focus areas on higher order leadership cognition and knowledge may be 

enhanced by the school’s co-curricular program, which presents a variety of activities 

focused on problem-solving and decision-making exercises for the whole school. 

According to McCormick and Martinko (2004), followers decide who is, and who is not 

a leader, based on their leader prototype. Interestingly, with no generally-agreed-upon 

definition of model leadership in the literature, there is also no fixed exemplar of 

leadership for comparison. Instead, in defence of model leadership theories, Yukl 

(2010) and Northouse (2004) confirm that the context affects one’s perceptions of 

leadership. Thus, a particular milieu may call for specific leadership resources, and 

reform one’s perception of the prototype of a leader (Lord et al., 2001). The data 
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revealed that these two samples exhibited different levels of ‘leadership thinking’ but 

improved awareness of cognition and knowledge during the semester with the 

Leadership Students demonstrating a higher order of thinking in cognition and 

knowledge scores (see Figure 7.4 and Figure 7.5). 

7.10. Learning to Lead 

In answer to the first research question, the data in this thesis has shown that the impact 

of a school-based leadership course for adolescent boys has given these 26 leadership 

students a greater understanding of transformational leadership. Both leadership 

students and non-leadership students’ perceived higher levels of transformational 

leadership behaviour during the semester. However, the data show that the leadership 

students perceived their transformational leadership style to improve by the end of their 

semester leadership course. 

The data also disclosed that the leadership students identified the concepts of leadership 

concerning high levels of cognition and high levels of knowledge. It seems that the 

same students’ cognition and knowledge of leadership appeared to increase from a low 

level of cognition and knowledge (lower order thinking) at the pretest phase to a higher 

level of leadership cognition and leadership knowledge (higher order thinking) at the 

posttest phase Although there were increases in both samples, there was a significant 

increase confirmed by the leadership students. 

7.10.1. Evaluation of the Leadership Course 

The data from this research, based on the two research questions concluded the end-of-

course-data of these Year 10 leadership students reported an improved approach 

towards transformational leadership behaviour. The leadership students also 

demonstrated enhanced standards of leadership regarding both lower levels of cognition 

and knowledge, and, higher levels of cognition and knowledge. The improvements in 

the identification of transformational behaviour and the cognition and knowledge were 

significantly higher than data presented by the non-leadership students on the same 

concept of leadership over the duration of the semester. 
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When viewing these changes, the numbers in the samples, for leadership students’ 

cohort of 26 compared with the non-leadership students’ cohort of 132 students must be 

considered. The standard deviations for the scores show that both the leadership 

students (n = 26) and non-leadership students (n = 132) scores improved in 

transformational leadership, and both low and high cognition and knowledge. 

A possible solution to improving these data is a competency-based leadership program. 

The detailed design of a competency-based leadership program is not the task of this 

research. However, an evaluation of the outcomes of this course is an objective of this 

research. The research results of these leadership characteristics appear to assist in the 

assessment of this completed leadership course. The evidence suggests measurement of 

improved leadership behaviour and progression in the understanding of cognition and 

knowledge of leadership for both samples. However, the leadership students’ data 

suggests a more significant improvement than the non-leadership students (see Table 

6.1, Error! Reference source not found., and Table 6.3). 

Appropriate pedagogies to enhance boys’ leadership cognition and knowledge could be 

gained by simulation games and field practice (Argyris & Schön, 1974). Both 

pedagogies seem to have advantages and disadvantages. Simulation, both computerised 

and vignettes could be valuable. Simulations offer practice under the control of the 

student and with the supportive intervention of the mentor. Field experience enhances 

involvement, but it is usually actual rather than simulated practice (Argyris & Schön, 

1974). For leadership, field experience allows participation in a variety of leadership 

roles (Argyris & Schön, 1974), for example, practice in sporting teams, community 

service involvement, and classroom and school leadership programs. 

Shamir and Eilam (2005) support Argyris & Schön (1974) by suggesting that a young 

person’s individual and collective experiences through these field experiences matter a 

great deal in shaping his/her attitudes and leadership knowledge in preparation for 

ensuing stages in school, and, subsequently in life. Many individual and collective 

experiences gained by the leadership students seem to be successfully developed 

through experiential knowledge. Experiential knowledge appears to be relatively rapidly 

acquired by people (Toates, 2006), who gain this knowledge either through direct 

personal experience or narratives that engage students in problem-solving exercises. It 

does not appear severe, relative to other types of knowledge, for people to acquire and 
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apply experiential knowledge (Hunter, Bedell-Avers, Ligon, Hunsicker, & Mumford, 

2010). Experiential knowledge may be assimilated through written vignettes, videos, 

stories, or personal experience (Toates, 2006). 

The leadership experiences of early youth, about 13 to 16 years, combined with the next 

leadership experiences in late adolescence and early adulthood, particularly as they 

move into the workforce, have significant and persistent effects on personality and risk 

propensity later in life (Caspi, Roberts, & Shiner, 2005). Research by Cooper, Scandura 

and Schriesheim (2005) proposed that prior experience functions as an impressive 

foundation that drives how people access the potential costs and expands their choices 

and the types of strategies they view, as likely to succeed. As Shamir and Eilam (2005) 

suggest, human beings perceive what goes on about them within a frame of reference 

determined by their total previous experience. This suggestion seems to be accurate for 

the general population. Kirkbride (2006) argues that the prior experiences of leaders 

also inform their sense of personal efficacy, as a foundation for their future leadership 

achievements. The higher the level of knowledge a leader believes he or she has about a 

given situation, something drawn in part from prior experiences, the lower the level of 

uncertainty about the appropriate policy response (Shamir & Eilam, 2005). The higher 

level a leader believes he or she has about a given situation is confirmed by Brown and 

Keeping (2005) who agree with this theory of prior knowledge and find those self-

efficacy beliefs drawn from past experiences shape the future foreign policy behaviour 

of leaders. 

It is important to recognise that this argument of prior experiences captures only some 

of the adolescent students in the manner that individual adolescent leaders learn and 

behave as leaders of the future (Cooper et al., 2005). Leader-specific variables, such as 

team members and team captains in early and later adolescence, clearly matter as well 

(Mannheim & Halamish, 2008). In particular, the beliefs and psychology of leadership 

and leadership positions may play a critical role in filtering how experiences are 

translated into successful projects (Eden & Leviatan, 1975). Background experiences 

from both the home and school environments, however, may profoundly influence the 

development of the beliefs and behaviours of leaders (Cooper et al., 2005). Therefore, 

understanding adolescent leader behaviour and the choices that guide leader discipline 
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requires studying leaders’ background experiences, and particularly their self-perception 

of their behaviour and their exhibition of cognition and knowledge. 

Perhaps the most significant challenge is that there is no one-size-fits-all process for 

implementing these leadership characteristics of behaviour, cognition and knowledge. 

Each school and classroom should independently design and tailor the approach to fit 

the unique needs of its students and culture. The variety in the use of leadership 

pedagogy may be determined by the culture of the school, the school’s mission, its 

vision or destination followed by the strategy of implementation. What is expected of 

each student is ownership and hopefully engagement to finally implement the leadership 

program (Covey, 2008). Finally, young leaders need mentors. Parents, teachers and 

sports coaches need to be involved early in an application of support. Collaboration by 

parents, teachers and coaches is not left just to an arbitrary design. Successful 

partnership is strength in leadership (Yukl, 2010). Teams of students should observe 

successful collaboration and model these engagements for future use in achieving given 

tasks. 

7.11. Chapter summary 

Chapter 7 has presented analyses and discussions of the data found on the leadership 

characteristics of behaviour, cognition and knowledge of adolescent boys. Two research 

questions have been the focus of this chapter, which were: First, does the impact of a 

school-based leadership course with adolescent boys have them identifying an 

approach towards transformational leadership? Second, does the impact of a school-

based leadership course with adolescent boys have them identifying the concepts of 

leadership in terms of high levels of cognition and, high levels of knowledge? The mean 

scores of each question were analysed separately to address the relevant two 

hypotheses. Analyses of the findings of these questions were followed by discussions of 

the outcomes of adolescent leadership behaviour, cognition and knowledge. No 

empirical research data on these leadership characteristics related to adolescent 

leadership has been found in the literature. These leadership characteristics, along with 

writing on adult leadership, may act as incentives for mentors and coaches of adolescent 

leaders to promote these qualities through leadership development programs for 

adolescent leaders. 
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Chapter 7 provided analysis and discussion of this adolescent leadership study. This 

analysis addressed the two research questions supported by their two hypotheses. The 

first hypothesis related to the leadership behaviour question, while the second 

hypothesis associated with the leadership cognition and knowledge question. Chapter 7 

first provided a discussion on leadership behaviours. These behaviours suggested that 

these adolescent boys, aged about 15 years, were developing their leadership behaviours 

through the leadership course for leadership students as well as elements of support 

through their school’s culture. This leadership course encouraged the leadership 

students to accept transformational leadership. The second discussion focused on the 

adolescent boys’ leadership cognition and knowledge. The results showed that the 

semester-long leadership course studied by the leadership students improved the 

semester’s results of their leadership characteristics in cognition and knowledge. This 

chapter has presented analyses and discussions of the data found on the leadership 

characteristics of behaviour, cognition and knowledge of adolescent boys. The chapter 

focused on two research questions which were centred on adolescents’ perceptions of 

leadership behaviour and, the exhibition of adolescents’ leadership cognition and 

knowledge. Analyses of the findings of these questions were followed by discussions of 

the outcomes of adolescent leadership behaviour, cognition and knowledge. 
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Chapter 8. Conclusion 

Chapter 8 provides a conclusion to this study by presenting a discussion of the two 

research questions. This chapter also addresses evaluation of this adolescent school-

based leadership course whose students were sampled in this research, as well as the 

need for further research in adolescent leadership. Included in this chapter are 

exhortations about the need for the teaching of leadership as an academic subject in 

Australian secondary schools. 

8.1. Research questions 

The primary purpose of this study was to investigate the perceived behaviour of and 

cognition and knowledge of leadership in adolescent boys. The secondary purpose of 

this study was to provide an evaluation of a one-semester long leadership course 

implemented in a secondary school in Queensland, Australia to these Year 10 students. 

The investigation focused on two research questions. First, does the impact of a school-

based leadership course with adolescent boys have them identifying an approach 

towards transformational leadership? Second, does the impact of a school-based 

leadership course with adolescent boys have them identifying the concepts of leadership 

in terms of high levels of cognition and, high levels of knowledge? 

Two theoretical instruments were used for this research. First, a modified version of 

Bass and Avolio’s (2004) Multifactor Leadership Questionnaire (MLQ), called M-

MLQ, was used to explore the perceived leadership behaviours of adolescent boys. 

Second, Anderson and Krathwohl’s (2001) theoretical framework for learning, teaching, 

and assessment was used to explore the boys’ cognition and knowledge about 

leadership. The students wrote an essay titled “What is Leadership” to investigate this 

second research question. 

The research data from this first research question showed that in the pretest phase of 

the research both leadership students and non-leadership students perceived an 

understanding of a transformational leadership style. However, in the posttest 

culmination of the semester phase of the research the 26 leadership students registered 

an increase in their transformational leadership scores over the semester. The 132 non-
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leadership students also perceived an increase but not of the same level as that 

registered by the leadership students. 

The quantitative data of the entire leadership student sample, using a pretest and posttest 

design, demonstrates that the leadership course produced an academic change and, 

collectively, a perceived improved leadership behaviour change in this small cohort. 

These improvements in perceived leadership behaviour styles may well influence these 

leadership students in their future senior leadership positions in Years 11 and 12, in 

their school, and in the community. 

Anderson and Krathwohl’s (2001) theoretical framework for Teaching, Learning and 

Assessment was used for the investigation of the second research question. The 

framework explored the boys’ cognition and leadership knowledge through a Content 

Analysis of an essay written by the students entitled “What is leadership?” 

The data as presented in Chapter 6 and discussed in Chapter 7 provided evidence to 

answer the second research question. The data from the responses to the second research 

questions showed that at the beginning of a school course on leadership, adolescent 

boys who are learning about leadership in a leadership course, do exhibit a low level of 

understanding (low cognition and low knowledge) about leadership. However, at the 

end of the school leadership course, adolescent boys do exhibit a higher-level 

understanding, of high cognition and high knowledge, about leadership. 

8.2. Summary of data for the two research questions 

The conclusion, this research data confirms that at the end of a semester-long (20 

weeks) leadership course, adolescent boys do perceive changes in their leadership 

behaviour. These changes range from the lowest level of transformational leadership 

style (M = 2.62, SD = 0.48), at the beginning of a leadership course, to a higher-level 

transformational leadership style (M = 2.72, SD = 0.37) by the end of the course. 

Adolescent boys exhibited a positive change in a further two leadership characteristics, 

of pretest low cognition and low knowledge (LOT) to an improved posttest low 

cognition and low knowledge (LOT), and, a pretest high cognition and high knowledge 

(HOT) to an enhanced posttest high cognition and high knowledge (HOT). 
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Given that transformational leadership behaviour is associated with positive 

organisational outcomes (Kelloway & Barling, 2000), these findings provide support for 

the implementation of the leadership course, and its eventual introduction into other 

secondary schools. Jones and Olken (2005) present evidence that leadership experiences 

improve academic test results, increase confidence in the leaders’ academic standings, 

and make students more likely to take initiatives of leading and developing academic 

structures (Jones & Olken, 2005). 

8.3. Enhancement of theoretical and practical 

contributions 

The research suggests that adolescent leaders have enhanced positive responses to the 

leadership characteristics of perceived behaviour, and cognition and knowledge. These 

positive responses may be due to the leadership course content and pedagogies such as 

the practical open-ended leadership games/exercises, and workshops undertaken by 

them during the leadership course. Games and exercises such as ‘Lost on the Moon’, 

‘Simpson Desert Exercise’, ‘Toxic Waste’, and the ‘River Crossing’ were used to 

enhance leadership principles as well as emphasising problem-solving and decision-

making. Bass (1990) has noted that “a developmental learning process occurs where 

capacities and skills that are gained in one stage should prepare the adult leader for new 

and bigger tasks and responsibilities in later stages” (Bass, 1990, p. 813). Above all, 

development related to leadership should focus on active learning methods and theory, 

since leadership is an experiential process (Bass, 1990). 

With experiential learning, students should take an active role in their education, which 

Chickering (1997) noted may increase their motivation to pursue further leadership 

roles. Most of the leadership students seem to have responded positively to the practical 

elements of the leadership course. Decisively, the type of leadership course 

recommended for these students’ needs is a competency-based leadership program 

designed to perceive higher levels of leadership behaviours and exhibit higher levels of 

cognition and knowledge. 

The practical elements in a leadership course such as experiential learning, workshops, 

leadership games and teamwork development should combine to promote a positive 

impact on scholastic retention and satisfaction, interpersonal skills, learning attitudes, 
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idea generation, and higher order reasoning (Colbeck, Campbell, & Bjorklund, 2000; 

Robyn, 2000). Another study by Colbeck et al. (2000) found that “working together 

with other students on open-ended design projects had enhanced the students’ problem-

solving skills. The students learned that they need not feel daunted because real-world 

problems rarely have one right answer” (p. 76). 

Limited research data is available on adolescent students and the interdisciplinary 

learning of leadership. The study of open-ended design projects such as those identified 

may well contribute to the learning environment. 

8.4. Limitations of this research 

The leadership course has provided new data in the research on adolescent leadership. 

The results from this study enabled conclusions to be drawn about the influence of the 

school course on adolescent leadership. The success of this program and the collective 

approach shown by the leadership students demonstrates the need for such a program. 

There are, however, some limitations which need to be identified, along with 

opportunities for future research. The most notable weakness of this quantitative 

research is the relatively small sample size used. The leadership course taught by this 

researcher was a voluntary course taken by only 26 students (16.5% of the total cohort, 

no attrition occurred). The sample size could not be increased for purposes of this 

research. The sample of leadership students, however, should be viewed in context with 

the difficulties of acquiring participants. Only one class of 26 adolescent boys, was 

available for this research. The restriction was due to School time-tabling limitations. 

Data from some classes studying the leadership course across a range of schools would 

have been useful for the research. 

The relatively small sample size was not an option for this research due to the course 

not being presented as an academic subject in other schools. Conversely, such an 

increase in numbers and learning environments would have given some issues when 

comparing the different pedagogies from a variety of schools, but not, if it were the 

same teachers teaching the same course. 

In this research, the use of leadership students as a comparison group sample, and a 

control sample of non-leadership students was beneficial for the pretest and posttest 
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cross-sectional analyses. Here, the size of the non-leadership student sample (n = 132) 

was much larger than that of the leadership student sample (n = 26) which was a 

voluntary sample. The inclusion of a control group allowed for a more significant 

exploration of the efficacy of the leadership program. The control group supported the 

influence of the school course on leadership characteristics of adolescent students’ 

behaviour, and cognition and knowledge. 

One limitation of this study concerns the adolescent cohort. Since this adolescent boys’ 

sample of leadership students from a private secondary school was the focus, the ability 

to generalise results to other secondary schools may be limited. The school, where this 

research was undertaken, has a history of a unique and robust leadership and services 

program which does not seem to be matched by other nearby secondary schools. 

However, other schools might have individual strengths in scholarship and co-curricular 

activities which are likely to enhance certain qualities in their pedagogy and co-

curricular content in leadership. The research can be widened to include other private 

and coeducational schools as discussed in Section 8.5 (p. 12121). 

An additional limitation relates to the exclusive collection of self-report data. It is 

possible that some adolescent students may misrepresent their actual leadership 

behaviours either overtly or covertly for a variety of reasons, including their perception 

that the results might influence their performance review for future leadership roles in 

the school. However, this questionnaire did not contain any questions designed to test 

these aspects of the students’ responses, and each was treated as anonymous. 

The posttest Questionnaire and Leadership Essay were administered on the last Monday 

of the semester, less than one week before the annual Christmas holiday of eight weeks 

and, conducted after the completion of all end of semester school tests. Some teaching 

staff members administering the M-MLQ and Leadership Essay commented that their 

students in their classrooms seemed to be cavalier during the answering of the 

questionnaire and the writing of the essay. Such a sense of relaxation may have 

contributed to less validity in the final data. However, the final data do suggest that 

there were significant changes to the leadership students’ perceptions of leadership 

behaviour and the exhibiting of both low cognition and low knowledge and, high 

cognition and high knowledge from the pretest phase to the posttest phase. 
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Some Year 10 adolescent boys seem to have difficulty with their clarity of English in 

their essay writing on leadership. A diagnostic plan to address this would appear to be 

useful. Clarity of boys’ English expression and clarity of written English may thus be a 

factor in their interpretation, conceptualisation and writing of their essay ‘What is 

Leadership?’ 

Due to the overlapping of classes in the school timetabling, the researcher was unable to 

attend each of the six classes to distribute and administer the M-MLQ and Essay to the 

Students in the pretest and posttest phases of the research. Consequently, even though 

the researcher trained each of the six teachers, the possibility of some contamination 

between teacher and class may have occurred. 

8.4.1. The Modified Multifactor Leadership Questionnaire 

An additional limitation of this study applies to the Modified Multifactor Leadership 

Questionnaire (M-MLQ). Of the total 45 questions associated with the MLQ, 20 

questions were answered by the students and focused on transformational leadership. 

Only transformational leadership behaviour was postulated in the first research question 

and the first hypothesis (see Section 6.3, p. 955). This leadership subject was presented 

over one semester. A future leadership program should include the additional two 

FRLM leadership behaviours of transactional leadership and passive/avoidant 

leadership. 

8.5. Recommendations for future research 

This research was specifically focused on measuring leadership characteristics of 

adolescent boys. The data suggest that transformational leadership seems to capture 

what adolescent students perceive as effective leadership. The data also suggest that 

adolescent boys attending a leadership course seem to have a higher exhibition and 

understanding of leadership cognition and knowledge. 

The use of the Modified Multifactor Leadership Questionnaire (M-MLQ) in this 

adolescent leadership research has demonstrated a successful transformational 

leadership result. The research has now identified the M-MLQ to be used in schools to 

determine the leadership behaviours of future school leaders. This researcher suggests 
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that the M-MLQ of Bass and Avolio’s (2000) Full Range Leadership Model is used to 

accommodate all three leadership behaviours in an adolescent leadership development 

program (see Section 8.7, p. 1244). 

As suggested in Section 8.4 (p. 1199) the size of the comparison group of leadership 

students was small relative to the control sample of non-leadership students. A larger 

comparison group for future research is recommended. School administration needs to 

timetable this researched adolescent leadership subject to benefit those students who 

request this subject as one of their academic choices. The amendment to time-tabling 

could increase the numbers in future comparison groups to participate in the study of 

this subject. 

A private secondary boy’s school in southeast Queensland was the venue for this 

research. For future research, schools such as a private secondary girl’s school, a 

government coeducational school and a private, coeducational school are likely options. 

The focus of this study was Year 10 students aged about 15 years. Measuring leadership 

characteristics can be tailored to other age groups of secondary school students as well 

as upper primary school students (Hawkes, 2005). Many primary school students are 

encouraged to practice leadership (Burchard, 2009). 

8.6. Practical implications of the research 

There have been many leadership resources and proposals revealed through this 

research. These instruments and offers could be used to develop adolescent leadership 

programs for all age groups from pre-school to the leaders of secondary schools. The 

following additions are important issues that need to be considered as significant 

contributions to such a leadership program. 

The program presents opportunities for students to gain on-the-job training under the 

direction of mentors such as Housemasters or Year-coordinators. The mentors need to 

develop an After-Activity Report in the form of an evaluation of the in-service 

leadership activities for each leadership student. 

Leadership teachers in secondary schools would be well-served by building partnerships 

in the form of motivational foundations (Section 3.8, p. 49) with the relevant preschool 

to primary school staff members. These partnerships could take a variety of styles 
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ranging from peer leadership mentoring programs, as discussed in Section 3.11 (p. 51), 

to hosting leadership lessons. These connections have the potential to create essential 

bridges between a primary school and a nearby secondary school as well as serve as a 

catalyst in the overall leadership development process for all young people. Research of 

the mentoring procedure between the secondary school students and the primary school 

cohorts may give valuable leadership development to educator. The study into this link 

was discussed at length in Section 3.14 (p. 55). Such research data may assist in the 

writing of Leadership Development Programs for primary school students. 

School-based leadership programs need to be designed so that leadership students have 

leadership mentoring (Hawkes, 2005). Selected and qualified teachers adopting the roles 

of mentors may emerge as a significant analyst of positive leadership outcomes. In 

addition to engaging teaching staff with co-curricular leadership programs, teachers and 

coaches need to work directly with students to mentor these adolescent leaders (Covey, 

2008) to develop positive individual relationships with other students and staff 

members. 

There is a need to connect leadership to other social school-based activities so that 

students can explore their leadership practices and personal leadership identities. 

Mumford et al. (2007) in Section 3.17 (p. 58), called these activities case-based 

knowledge. For example, the school might create a mentoring program for all students 

who engage new students in the school. In some schools, this school-based activity is 

called the ‘buddy system’. This program allows students to develop peer-mentoring 

programs for older peers to intentionally link with new or younger students. 

Student positional leadership, such as class captains, is of great importance. However, 

the numbers of positions in any organisation need to be broadened so more students can 

experience areas of responsibility under the directions of competent staff mentors. 

Students need to realise that leadership can be learned and developed external to school 

organisations, as discussed in Section 4.1 (p. 622). More community leadership 

programs need to be offered through sporting clubs and community groups to stimulate 

their leadership development. Many students are involved in outside school activities 

such as recreational sports clubs, academic clubs, service programs, and student 

employment. Schools and community institutions need to reflect on procedures, in 
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which leadership learning and meaningful conversations can be built into non-school 

forums such as blogs, computers networking and other points of student contact. 

Students have been known to model their leadership styles on influential people as 

discussed in Section 3.12 (p.34). 

Since this group of students, known as “Leadership Students”, will progress to Years 11 

and 12 in secondary school, and likely accept leadership responsibilities in the future 

school program, the impetus to develop their leadership skills is likely to increase. Quite 

often, the high achievers in sport and academic studies are promoted from positions of 

technical and learned experts to leaders of school houses and sporting teams. A 

diagnostic research program could be applied using the data from a study of the 

leadership behaviours of the school leaders. The current Modified Multifactor 

Leadership Questionnaire based on Bass and Avolio’s (2000) Full Range Leadership 

Model would be a suitable instrument to collect data for this research. 

Since puberty is occurring earlier for boys and girls (Goldman, 2010), it seems highly 

likely that upper primary school boys and girls may well benefit from a school course 

on leadership. Now that all Year 7 students (aged about 12 to 13 years) in the State of 

Queensland, are now moving up to be part of secondary school, the remaining Year 6 

students will take on leadership roles in their daily school routine. A leadership course 

could well be designed and implemented for Year 5 students in preparation for their 

leadership roles in Year 6. Research of this age groups would clarify the leadership 

characteristics of this cohort and provide valuable diagnostic data for Schools and 

sporting coaches of School teams. 

8.7. Theoretical implications of the M-MLQ 

Theoretical implications are resulting from this research. One such consequence deals 

with the M-MLQ and its application as a means for assessing adolescent leadership. As 

discussed earlier in Section 8.5 (p. 12121), the M-MLQ has now been used as an 

instrument to identify the adolescent equivalent of the Full Range Leadership Model. 

Besides, transformational, transactional and passive/avoidant styles of adolescent 

leadership highlight specific attributes that can contribute to the benefit of schools and 

communities. An adolescent student’s knowledge of his/her leadership styles may 

engender role responsibilities in the school environment in the areas of sport, 
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classrooms and clubs, and in the community. The M-MLQ may also be useful to assist 

the student’s ability to self-evaluate. Bass and Avolio (2004), (see Section 4.2.1, p. 666) 

advise the MLQ is designed to give general 360-degree confidential feedback on 

manager’ leadership styles. The M-MLQ can help to differentiate perceptions of 

leadership as discussed in Section 4.2 (p. 666). It may help to identify strategies for 

achieving school-based adolescent leadership tasks. The M-MLQ also can address 

associated sports problems in leadership that may obstruct the efficiency of certain 

teams. 

8.8. Student support in the research 

The adolescent leadership course was evaluated through the design of this research. The 

sample of leadership students, through their answering the M-MLQ and the essay titled 

“What is leadership?” has aimed to evaluate their adolescent leadership course. The 

outcome of this evaluation was discussed in Chapter 7. As highlighted by the survey 

described in Section 1.6 (p. 7), leadership skills are not commonly taught in schools 

(Hawkes, 2005). Teaching leadership is too often thought to be for someone else, such 

as adults, and not for secondary students. Leadership in schools is usually only about 

prefects or teachers, Head-teachers or entrepreneurs (McGregor & Tyrer, 2004). But 

leadership is for everyone. It is about helping students to take responsibility for 

themselves and others around them (McGregor & Tyrer, 2004). The results of this study 

found that the leadership students’ scores were higher in their perception of leadership 

behaviour as well as leadership cognition and knowledge, than were those of the 

comparison group, the non-leadership students. The leadership students’ scores showed 

positive progress regarding the perception of behaviour and understanding of cognition 

and knowledge, through the leadership course. 

Active classroom pedagogies should address the ‘why’ of learning leadership as well as 

the ‘who’, ‘when’, ‘where’, ‘how’ and ‘what’, and must not devolve into ‘trivial 

exercises in temporary engagement’ (Holdsworth, 2013, p. 27). The learning of 

leadership is particularly important where students need to become activists and engage 

with community concerns, or where student involvement structures such as 

school/network councils have been strategically developed along with innovations such 

as encouraging speaking and listening skills, and participating behaviours. 
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8.9. Conclusion 

A pretest and posttest design enabled differentiation of the effects of leadership 

characteristics of adolescent leadership students from the adolescent non-leadership 

students. The study set out to investigate two adolescent leadership characteristics; first, 

whether adolescent boys perceived a style of leadership behaviour, and second that 

adolescent boys exhibited leadership cognitive and knowledge characteristics. The data 

suggest that transformational leadership seems to capture what adolescent students 

perceive as effective leadership. The data also suggest that adolescent boys attending a 

leadership course seem to have a higher exhibition, of leadership cognition and 

knowledge, although both leadership characteristics of cognition and knowledge 

registered respectable scores in the posttest phase of the research as higher order 

thinking competencies. The data also suggest a necessity to redevelop the content and 

pedagogies of the leadership courses. A competency-based leadership program would 

be a useful approach for the improvement of the leadership course. 

The research suggests that the type of leadership strategy used by leaders in solving 

problems with which they are presented is based on leadership cognition and knowledge 

which may be considered experiential learning (Mumford et al., 2007). Students who 

are being educated for leadership positions must also be provided with strategies using 

their cognition and knowledge as part of that education. Such an approach will allow 

them to work with certain types of relevant information embedded in leadership 

scenarios. These students then should be provided with a competency-based practice 

and feedback in applying these case studies in solving leadership problems. 

The importance of leadership in organisations is undisputed. Adolescent leadership 

programs present approaches to developing such skills for contemporary and future 

leadership in organisations. There has been very little evidence to evaluate the 

effectiveness of, or the anticipated outcomes, expected from an Adolescent Leadership 

Development Program of which this leadership course could be considered appropriate. 

Participants, parents and educators should demand rigorous research into this 

burgeoning area of leadership. This area has been answered to a small extent, through 

this research data. 
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The aim of this research is to contribute to the literature associated with leadership, but 

more specifically to the pioneering subject of adolescent leadership. Previous research 

approaches to leadership and leadership development programs have assisted 

educational researchers to appreciate a considerable collection of leadership information 

by focusing on leaders, followers and frameworks, as well as the effects of interactions 

in groups and teams (McGregor & Tyrer, 2004). The study has also integrated a variety 

of adolescent leadership characteristics which may be considered as a contribution to 

the qualities of adolescent leadership learning experiences. 

The research has revealed that adolescent boys do perceive increases in their leadership 

behaviour from a low level of transformational leadership before a leadership program 

to a higher-level transformational leadership style at the completion of a leadership 

program. This research has also revealed that adolescent boys exhibit a definite increase 

in a further two leadership characteristics, from lower order thinking standard of 

leadership cognition and knowledge to more elevated lower order thinking standard of 

leadership cognition and knowledge, and, from a higher order thinking standard of 

leadership cognition and knowledge to a more elevated level of higher order thinking 

standard of leadership cognition and knowledge. Practically, this finding justifies the 

implementation of the leadership course to teach the subject of leadership to adolescent 

students. These research findings aim to enhance the limited amount of data in 

adolescent leadership. 

This research has established that these leadership students, using the focus of this study 

in transformational leadership are likely to have a positive impact on the future 

leadership of their school. The level of perception of transformational leadership 

exhibited in this research may ensure that the provision of student leadership has a 

higher priority, and that appropriate levels of resources and staffing are directed into a 

leadership course for future Year 10 students or at younger year levels. 

The emphasis of this thesis is about an investigation of the theoretical and conceptual 

effectiveness of an adolescent leadership curriculum for Year 10 boys in an Australian 

secondary school. Although this thesis is investigative, many of the issues dealt with 

have been evident for many years. The research is one piece of a much larger puzzle. 

Follett said in 1928 that every ordinary act when its true nature is revealed becomes a 

part of the unique life-stream (Graham, 1995). The findings of this research show that 
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adolescent male students, perceive their transformational leadership behaviour, and 

exhibit concepts of cognition and knowledge of leadership after attending a school 

academic course on leadership. What should be recognised from this research is that 

these leadership characteristics may help constitute a body of evidence to be available to 

guide the development and application of an adolescent leadership course. 

At one level, this research suggests a need for a more systematic program to examine 

how scenarios or case studies could be presented in leadership education. The need for a 

more systematic program could be a criticism of this leadership course. At another 

level, there is a need to take a more systematic approach to developing the scenarios to 

be learnt in leadership education. Both these criticisms will prove valuable in part 

because behaviour, cognition and knowledge provide the foundations for adolescent 

leaders to address the critical, complex problems with which they will be presented as 

they seek to advance society, institutions and the world. 
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Appendix A Year 10 Leadership Curriculum 

Week Date Unit and Course Content Resources/Assessment 

1 Tues 

15/7 

Introduction: The Crisis of Leadership 

Principles of Leadership 

Introduce: Eleven Principles of 

Leadership 

2 Mon 

21/7 

Leadership Concepts & Historical Views Community, Business, 

Religious, Military Leadership 

3 Mon 

28/7 

Definitions of Leadership Personal Experiences in Leadership  

4 Mon 

4/8 

Leadership Skills:  

Trait Approach,  

Skills Approach,  

Style Approach:  

Comparison Effective Vs Bad Leadership  

Characteristics of Leaders 

DVD Session 1: Band of Brothers 

5 Mon 

11/8 

Modern View: Twenty First Century 

Definitions of a Group 

DVD: Flight of the Phoenix 

(selected edits) 

6 Mon 

18/8 

Modern View: Team Dynamics-Definition of 

a Team 

Characteristics of a Team Vs characteristics of 

a group 

DVD: Remember the Titans 

(selected edits) 

7 Mon 

25/8 

Five stages of Team Development 

The Leader 

The follower 

Leader follower relationship 

Team Development Discussions. 

8 Mon 

1/9 

Leadership Theories: Contingency Theory, 

Path-Goal Theory, Leader-Member Exchange 

Theory, Full Range Leadership Model 

Leaders and Followers  

Leadership Environment: Situation, task, 

resources 

Assignment: The characteristics of 

my team  

9 Mon 

8/9 

Revision and assessment—test and notebook 

collection 

Test Week 

10 Mon 

15/9 

Test feedback and folio collation  

End of Term 3 Holidays—Friday 
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Week Date Unit and Course Content Resources/Assessment 

12 Mon 

13/10 

Transformational leadership behaviour 

Transactional leadership behaviour 

Passive/avoidant leadership behaviour 

Examples of all three leadership 

behaviours  

13 Tues 

21/10 

Leadership Maturity 

Leadership Mentor 

Inter-personal skills  

Intra-personal skills 

DVD: Mr Roberts  

A study of the leadership style(s) of 

Ensign Pulver 

14 Mon 

27/10 

The captain of a team 

Team vision 

Empowering individuals 

Individual skills, multiskilling 

Team member selection 

Delegation Vs abdication 

Mentoring (peer mentoring Vs adult 

mentoring) 

Collaboration  

Resistance and change 

Team Readiness Survey 

15 Mon 

3/11 

Leadership in Practice 

Problem-solving 

Decision-making 

Revision questions 

DVD: Flight of the Phoenix 

(selected edits) 

Selected problem-solving simulation 

exercises, decision-making 

simulation exercises 

16 Mon 

10/11 

Communication (oral and written) 

Individual leadership (influence) 

Empowering others 

Revision questions 

Communication exercises 

incorporating exercises in influence 

and empowerment 

17 Mon 

1711 

Revision of Semester content Test Week 

18 Mon 

24/11 

Final Exam  

Discussion of questionnaire 

outcome/recommendations 

Evaluation of the Leadership subject 

questionnaire 

Christmas Holidays begin for whole school Friday 
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Appendix B Multifactor Leadership Questionnaire 

(MLQ) 

 

MLQ removed 
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Appendix C THE M-MLQ Questionnaire 

 

 

M-MLQ removed
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Appendix D The M-MLQ transformational questions only 

 

 

 

M-MLQ transformational Questionnaire removed
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Appendix E Comparison of MLQ 5X with M-MLQ 

 

 

 

 

Comparison of MLQ 5X with M-MLQ removed
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Appendix F Leadership Essay 

Student’s Number:   Class:  

Date:  /  /    

 

Please write an essay on the following topic. You can write as many words as you want. 

The time limit is 20 minutes. 

What is Leadership? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Please continue on the reverse/back of this page. 



Appendix F Leadership Essay A. R. Knox 

164 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Thank you for your support in this study of Leadership 
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Appendix G Leadership Essay Marking Scheme 

Knowledge Dimension 

Cognitive Process Dimension 

1. Remember 2. Understand 3. Apply 4. Analyse 5. Evaluate 6. Create 

Recog Recall Interp Exemp Class Summ Infer Comp Expln Exec Imple Diff Orgn Attr Check Crit Gen Plan Prod 

1.1 1.2 2.1 2.2 2.3 2.4 2.5 2.6 2.7 3.1 3.2 4.1 4.2 4.3 5.1 5.2 6.1 6.2 6.3 

Factual Aa Termin 

                   

Ab Specific 

                   

B. Conceptual Ba Classes 

                   

Bb Principles 

                   

Bc Models 

                   

C. Procedural Ca Skills 

                   

Cb Tech 

                   

Cc Criteria 

                   

D. Meta-Cognitive Da Strategic 

                   

Db Cond 

                   

Dc Self-know 
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Appendix H Administration of instruments 

Instructions to Teachers 

Note to Teachers: The two papers consist of: 

a. An Essay consisting of one question. This essay has a time limit of 20 minutes. 

b. A Leadership Questionnaire of 36 questions. This has a time limit of 20 minutes.  

Teachers, please read the following instructions BEFORE administering each of the two 

documents, the Leadership Questionnaire and the Essay, to your class. Please follow 

these instructions precisely. 

A. Essay 

1. Please distribute one Leadership Essay Sheet to each student by placing the 

paper face down on each student’s desk. 

2. When all students have received their Essay Sheet, instruct the students to 

turn the paper face up. 

3. Ask the students to write their first and last names in the space provided. 

4. Please advise the students that this is a study by Mr Knox on Adolescent 

Leadership. The study is being undertaken with the cooperation of Griffith 

University. 

5. Tell the students that they have 20 minutes to complete this Essay. 

6. Instruct the Students to “Start Now”. Please be accurate in timing the 20 

minutes for this paper. 

7. At the 15th minute, give an instruction of “five minutes to finish”. 

8. At the 20th minute, have students stop writing. Please collect the Essay 

papers immediately and place them in the envelope provided.  
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B. Leadership Questionnaire 

1. Distribute the Leadership Questionnaire to the students by placing the 

Questionnaire face down on each student’s desk. 

2. When all students have received their Leadership Questionnaire, instruct the 

students to turn the questionnaire face up. 

3. Ask the students to write their first and last names in the space provided. 

4. Instruct the students to read the Instructions at the top of the Questionnaire. 

5. Tell the students that they have 20 minutes to complete this Leadership 

Questionnaire. 

6. Tell the Students to “Start Now”. Please be accurate in timing the 20 

minutes of this paper. 

7. At the 15th minute, give an instruction of “five minutes to finish”. 

8. At the 20th minute, have students stop writing. Please collect the Leadership 

Questionnaires immediately and place in the second envelope provided.  

9. Please thank the students for their cooperation. 

10. Please return both envelopes and any other spare papers to the mail-box of 

Mr Knox.  

Teachers, thank you very much for your cooperation in administering these two papers. 

I appreciate it greatly. 
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Appendix I M-MLQ Marking Scheme 

M-MLQ 5X 

Student’s Number: __________ 

Transformational Leadership 

Question 

IA 10      
 

18 

   

  
 

21 

   

  
 

25 

 

Total IA 

 

  

IB 6 

   

  
 

14 

   

  
 

23 

   

  
 

34 

 

Total IB 

 

  

IM 9 

   

  
 

13 

   

  
 

26 

   

  
 

36 

 

Total IM 

 

  

IS 2 

   

  
 

8 

   

  
 

30 

   

  
 

32 

 

Total IS 

 

  

IC 15 

   

  
 

19 

   

  
 

29 

   

  
 

31 

 

Total IC 

 

  

       

       

   Totals TFL  Mean TFL  

       

   TAL  TAL  

       

   PA  PA  
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Transactional Leadership 

Question 

CR 1      
 

11 

   

  
 

16 

   

  
 

35 

 

Total CR 

 

  

MBEA 4 

   

  
 

22 

   

  
 

24 

   

  
 

27 

 

Total MBEA 

 

  

MBEP 3 

   

  
 

12 

   

  
 

17 

   

  
 

20 

 

Total MBEP 

 

  

Passive/Avoidant     

LF 5 

   

  
 

7 

   

  
 

28 

   

  
 

33 

 

Total LF 

 

Total P/A  
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Legend for Modified Multifactor Leadership Questionnaire Marking Scheme 

Transformational Leadership Legend 

Numbers 10, 18, 21 and 25 are questions relating to the Transformational Leadership 

Element of Idealised Attributes (IA).        

Numbers 6, 14, 23 and 34 are questions relating to the Transformational Leadership 

Element of Idealised Behaviour (IB). 

Numbers 9, 13, 26 and 36 are questions relating to the Transformational Leadership 

Element of Inspirational Motivation (IM).  

Numbers 2, 8, 30 and 32 are questions relating to the Transformational Leadership 

Element of Intellectual Stimulation (IS). 

Numbers 15, 19, 29 and 31 are questions relating to the Transformational Leadership 

Element of Individual Consideration (IC).  

Transactional Leadership Legend 

Numbers 1, 11, 16 and 35 are questions relating to the Transactional Leadership 

element of Contingent Reward (CR).  

Numbers 4, 22, 24 and 27 are questions relating to the Transactional Leadership 

element of Management by Exception (Active) (MBE-A).  

Numbers 3, 12, 17 and 20 are questions relating to the Transactional Leadership 

element of Management by Exception (Passive) (MBE-P). 

Passive/Avoidant Leadership Legend 

Numbers 5, 7, 28 and 33 are questions relating to the Passive/Avoidant Leadership 

element of Laissez-faire (LF).  
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Appendix J M-MLQ Transformational Marking Scheme 

M-MLQ 5X 

Student’s Number: __________ 

Transformational Leadership 

Question 

IA 10      
 

18 

   

  
 

21 

   

  
 

25 

 

    

IB 6 

 

    
 

14 

 

    
 

23 

 

    
 

34 

 

    

IM 9 

 

    
 

13 

 

    
 

26 

 

    
 

36 

 

    

IS 2 

 

    
 

8 

 

    
 

30 

 

    
 

32 

 

    

IC 15 

 

    
 

19 

 

    
 

29 

 

    
 

31 

 

    

       

       

   Totals TFL  Mean TFL  

       

 


