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ABOUT THE BOOK

This textbook presents an authoritative, well-established, timely look at organizational behavior 
and how leaders can create more effective school cultures. It offers future and current practitio-
ners the most up-to-date thinking and the most in-depth exploration of organizational leadership 
as it relates to decision making, organizational change, managing conflict and communications, 
and motivating staff and others to achieve organizational goals. The authors challenge readers to 
analyze the successful implementation of school reform, while helping them gain a professional 
understanding of organizational theory and research that forms the bedrock of modern practice. 
The readers are encouraged to use this knowledge to develop their own theory of practice that 
will guide them into becoming exceptional educational leaders.

NEW TO THIS EDITION

Four major goals of this new edition are the following:

1. Based on readers’ and reviewers’ positive comments, we have kept or updated the practical 
applications that we call Voices from the Field in appropriate chapters.

2. We update the treatment of the subject of organizational behavior in schools so that  
it includes new research and current trends.

3. We incorporate a better connection between organizational behavior, critical theory (CT), 
and critical race theory (CRT).

4. We integrate theory and practice throughout the text by discussion and expansion on ini-
tial concepts in succeeding chapters to provide additional depth of analysis and synthesis.

The following are the specific major changes to this 12th edition of Organizational Behavior 
in Education:

• We integrated the new National Educational Leadership Preparation (NELP) Program  
Recognition Standards into this preface to help readers identify which chapters focus on 
the various standards and components of the new standards.

• We have maintained the Voices from the Field in appropriate chapters and updated 
several. We solicited examples from practicing administrators to show how concepts are 
being applied in the schools today. These “Voices” provide the reader with a connection 
between theory and practice as well as help the reader critically apply “book knowledge” 
to organizational behavior.

• We believe critical theory (CT) and critical race theory (CRT) in education have been 
elevated to major theories since their initial introduction in the mid-1990s. We also believe 
it is important to focus on eliminating racism in schools and schooling through a focus on 
CRT at all levels in the organization. To this end, we have additional content on CT and CRT 
theory and the newest research on CRT added to Chapter 1.

• The book has been updated throughout to include the Every Student Succeeds Act (ESSA), 
which is the revision to the Elementary and Secondary Education Act (ESEA).

• New updated research and recent developments in the field have been added in most of the 
book’s 12 chapters to replace older material. For example, we have updated information on 
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Smarter Balanced Assessment Consortium and Partnership for Assessment of Readiness for 
College and Careers (PARCC). In addition, we maintained the classical research and theories 
that have been the foundation of progress in educational leadership.

• The Suggested Reading sections at the end of each chapter have been updated to include the 
best new books available.

• Our reviewers provided us with many ideas for additions and changes to this edition. Here 
are a few of the changes in addition to those listed above:
• We eliminated or revised some of the sections throughout the text that were judged to be 

superfluous to the main topics of the chapters.
• In Chapter 1, in addition to a more in-depth discussion of CRT, we expanded the discussion 

of social justice and included LGBT (lesbian, gay, bisexual, and transgender) students.
• In Chapter 2 we expanded the discussion on Gardner’s multiple intelligences.
• We added the timely topic of organizational citizenship behavior (OCB), also termed 

extra-role behavior (ERB), to Chapter 4.
• In Chapter 5 we revised the section on the Myers-Briggs Type Indicator (MBTI) to clarify 

the four types and updated the section on teacher efficacy.
• In Chapter 6 we added a discussion on irresponsible leadership (IRL) to expand the section 

on the “dark side of educational leadership,” and we added a discussion on coaching to 
the section on professional development.

• In Chapter 12 there are many revisions, including the addition of education savings 
accounts (ESAs), updates to statistics on market-based reforms, updates to the Condition 
of Education, the addition of a section on private schools versus public schools, and updates 
to the section on comprehensive school reform (CSR).

Instructor Resources

This edition of Organizational Behavior in Education: Leadership and School Reform provides a 
comprehensive and integrated collection of supplements to assist students and professors in 
maximizing learning and instruction. The following resources are available for instructors 
to download from www.pearsonhighered.com/educator. Enter the author, title of the text, 
or the ISBN number, then select this text, and click on the “Resources” tab to download the 
supplement you need. If you require assistance in downloading any resources, contact your 
Pearson representative.

PowerPoint Slides®

The PowerPoint® slides highlight key concepts and summarize text content to help instructors 
structure the content of each chapter to make it meaningful for students.

Test Bank

The Test Bank provides a comprehensive and flexible assessment package that includes multiple 
choice and essay items. Feedback is provided for all essay items, providing clear explanations for 
correct answers.

https://www.pearsonhighered.com/educator
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The Interstate School Leaders Licensure Consortium (ISLLC) Standards have been at the center of 
Educational Leadership program reform for over a decade. In 2008, with support from the Wallace 
Foundation, the standards were revised and called the Educational Leadership Policy Standards. 
Originally, each of the six ISLLC standards included a list of knowledge, skills, and dispositions 
(KSDs), totaling nearly 200 KSD indicators.

The authors of the ISLLC standards assumed that an entire university preparation program, 
not any single course, should engender all knowledge, dispositions, and performances of the 
ISLLC standards, but even then, programs were not to be evaluated based on these indicators 
alone. In practice, however, the KSD indicators were used as standards themselves, which was 
not the intent of the original ISLLC developers. In the revised standards document, the authors 
state that “the very nature of listing examples of leadership indicators was unintentionally limiting 
and negated other areas that could have been included in an exhaustive listing” (Council of Chief 
State School Officers, 2008, p. 5). Therefore, the KSD indicators were abandoned in the revised 
standards, and “functions” were added to define each standard and to assist administrators in 
understanding the behaviors expected for each. The revised standards are purposely called “policy 
standards” to help guide policy-level discussions related to educational leadership, rather than 
direct practical applications.

The ISLLC standards provided the basis for evaluating university programs by the National 
Policy Board for Educational Administration (NPBEA) and the National Council for Accreditation 
of Teacher Education (NCATE), which was superseded in the fall of 2016 by the Council for the 
Accreditation of Educator Preparation (CAEP). A brief history of the development of the ISLLC 
standards might help the reader understand the importance of these standards.

The NPBEA was formed in 1988 with membership from the following 10 national 
associations:

• American Association of Colleges for Teacher Education (AACTE)
• American Association of School Administrators (AASA)
• Association of School Business Officials (ASBO)
• Association for Supervision and Curriculum Development (ASCD)
• Council of Chief State School Officers (CCSSO)
• National Association of Elementary School Principals (NAESP)
• National Association of Secondary School Principals (NASSP)
• National Council of Professors of Educational Administration (NCPEA)
• National School Boards Association (NSBA)
• University Council for Educational Administration (UCEA)

Later, ASBO dropped its membership in NPBEA and the National Council for Accreditation 
of Teacher Education (NCATE) joined.

In 1994, the NPBEA formed the Interstate School Leaders Licensure Consortium (ISLLC) 
to develop standards for our profession. ISLLC was funded by a grant from the Pew Charitable 

NATIONAL EDUCATIONAL LEADERSHIP 
PREPARATION (NELP) PROGRAM  

RECOGNITION STANDARDS
(Formerly Known as the ISLLC and ELCC Standards)



 National Educational Leadership Preparation (Nelp) Program Recognition Standards xix

Trusts, and the process of developing the standards was managed by the Council of Chief State 
School Officers (CCSSO) under the direction of Joseph Murphy and Neil Shipman. The NPBEA 
adopted the ISLLC standards in 1996. The NPBEA then formed a working group from among its 
membership to form the Educational Leadership Constituent Council (ELCC), which worked to 
develop a set of standards for evaluating programs in educational leadership to be used by NPBEA 
and NCATE.

Considerable controversy surrounded the original ISLLC standards, which included the 
following issues: (a) The standards did not provide a supporting research base; (b) no weighting 
was given to the standards in terms of which standards (and the knowledge, dispositions, and 
performances) were more likely to lead to higher student achievement; and (c) the standards 
did not include or emphasize the importance of some critical areas, such as technology. The 
NPBEA acknowledged some of these criticisms and in the summer of 2005 formed a working 
group to begin a revision of the ISLLC standards. A 10-member steering committee was formed 
from nine of the member organizations (all except the National School Boards Association). 
The NPBEA agreed that the standards would be revised under important assumptions, including 
the following:

• Revamping the ISLLC and the ELCC standards would be done at the same time.
• The ISLLC Standards for School Leaders needed to be updated, not rewritten from scratch.
• The context in which both sets of standards were being revised had changed dramatically 

since their inception.
• NPBEA will own the copyright to the revised standards.

The plan was to present the final revision of the standards to the NPBEA for approval in the 
spring of 2008, a goal that was achieved early because the new Educational Leadership Policy Stan-
dards were approved in December 2007 by the NPBEA. The first of the criticisms listed above was 
resolved in this revision. A research base was developed, and each of the new functions is directly 
connected to supporting research publications. The resulting document was titled Educational 
Leadership Policy Standards: ISLLC 2008 (Council of Chief State School Officers, 2008).

In 2015, the NPBEA issued a revised set of standards titled the Professional Standards for 
Educational Leaders (PSEL). One goal of the new revision to the standards was to use a thorough 
review of the empirical literature about effective school leadership. Another goal was to capture 
the day-to-day experiences of school leadership to close the gaps that existed between practice 
and the previous standards. To accomplish this goal, focus groups and surveys captured the 
ideas from over 1000 practitioners. Since the PSEL standards are broad based and apply to all 
educational leaders, the National Educational Leadership Preparation (NELP) Program Rec-
ognition Standards, which are aligned to the PSEL, were developed for university preparation 
programs. The NELP standards replaced the ELCC standards and are now used by CAEP in the 
accreditation process (National Policy Board for Educational Administration, 2018). There is 
one set of NELP standards for beginning building-level administrators (mainly principals and 
assistant principals) and another set of standards for district-level administrators. These two 
sets of standards and components are comparable with a few exceptions. The exceptions are 
noted below.

In view of the NELP standards’ importance to university preparation programs, we want to 
identify for you the NELP standards for beginning school-level administrators that are significant 
aspects of this book. Each NELP standard has several components, as opposed to functions in the 
previous standards. The following tables are matrices of each standard covered in each chapter. 
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By looking at each standard table, you can see which chapters in our book contain related content. 
It is clear that some standards are covered more thoroughly than others. By scanning across the 
rows for the components, you can determine which chapter contains related material. We hope 
that this information is of value to students and professors alike, and we welcome any feedback 
that might guide us in making this information more useful in future editions.
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NATIONAL EDUCATIONAL LEADERSHIP 
PREPARATION (NELP) PROGRAM RECOGNITION 

STANDARDS: BUILDING LEVEL

Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

A.  Component 1.1 Program completers 
understand and demonstrate the capacity 
to collaboratively evaluate, develop, and 
communicate a school mission and vision 
designed to reflect a core set of values and 
priorities that include: data use, technology, 
equity, diversity, digital citizenship and 
community.

• • • •

B.  Component 1.2 Program completers 
understand and demonstrate the capacity to 
lead improvement processes that include data 
use, design, implementation, and evaluation.

• • • • • • •

STANDARD 1: MISSION, VISION, AND IMPROVEMENT Candidates who successfully complete a 
building-level educational leadership preparation program understand and demonstrate the capac-
ity to promote the current and future success and well-being of each student and adult by applying 
the knowledge, skills, and commitments necessary to collaboratively lead, design, and implement a 
school mission, vision, and process for continuous improvement that reflects a core set of values and 
priorities that include data use, technology, equity, diversity, digital citizenship, and community.

STANDARD 2: ETHICS AND PROFESSIONAL NORMS Candidates who successfully complete a 
building-level educational leadership preparation program understand and demonstrate the 
capacity to promote the current and future success and well-being of each student and adult by 
applying the knowledge, skills, and commitments necessary to understand and demonstrate the 
capacity to advocate for ethical decisions and cultivate and enact professional norms.

Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

A.  Component 2.1 Program completers 
understand and demonstrate capacity to 
reflect on, communicate about, cultivate, and 
model professional dispositions and norms 
(i.e., fairness, integrity, transparency, trust, 
digital citizenship, collaboration, perseverance, 
reflection, life-long learning) that support the 
educational success and well-being of each 
student and adult.

• • • • • • • •
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STANDARD 3: EQUITY, INCLUSIVENESS AND CULTURAL RESPONSIVENESS Candidates who 
 successfully complete a building-level educational leadership preparation program understand 
and demonstrate the capacity to promote the current and future success and well-being of each 
student and adult by applying the knowledge, skills, and commitments necessary to develop and 
maintain a supportive, equitable, culturally responsive, and inclusive school culture.

Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

A.  Component 3.1 Program completers 
understand and demonstrate capacity to 
use data to evaluate, design, cultivate, and 
advocate for a supportive and inclusive school 
culture.

• • • • • • •

B.  Component 3.2 Program completers 
understand and demonstrate the capacity to 
evaluate, cultivate, and advocate for equitable 
access to educational resources, technologies, 
and opportunities that support the educational 
success and well-being of each student.

• • • • •

C.  Component 3.3 Program completers 
understand and demonstrate the capacity to 
evaluate, cultivate, and advocate for equitable, 
inclusive, and culturally responsive instruction 
and behavior support practices among teachers 
and staff.

• • • •

• • • • •

Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

B.  Component 2.2 Program completers 
understand and demonstrate capacity to 
evaluate, communicate about, and advocate 
for ethical and legal decisions.

• • • • •

C.  Component 2.3 Program completers 
understand and demonstrate the capacity 
to model ethical behavior in their personal 
conduct and relationships and to cultivate 
ethical behavior in others.

• • • • •
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Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

A.  Component 4.1 Program completers 
understand and can demonstrate the capacity 
to evaluate, develop, and implement high-
quality, technology-rich curricula programs and 
other supports for academic and non-academic 
student programs.

• • • • •

B.  Component 4.2 Program completers 
understand and can demonstrate the capacity 
to evaluate, develop, and implement high-
quality and equitable academic and non-
academic instructional practices, resources, 
technologies, and services that support equity, 
digital literacy, and the school’s academic and 
non-academic systems.

• • • • •

C.  Component 4.3 Program completers 
understand and can demonstrate the capacity 
to evaluate, develop, and implement formal 
and informal culturally responsive and 
accessible assessments that support data-
informed instructional improvement and 
student learning and well-being.

• • • •

D.  Component 4.4 Program completers 
understand and demonstrate capacity 
to collaboratively evaluate, develop, and 
implement the school’s curriculum, instruction, 
technology, data systems, and assessment 
practices in a coherent, equitable, and 
systematic manner.

• •

STANDARD 4: LEARNING AND INSTRUCTION Candidates who successfully complete a building-
level educational leadership preparation program understand and demonstrate the capacity to 
promote the current and future success and well-being of each student and adult by applying the 
knowledge, skills, and commitments necessary to evaluate, develop, and implement coherent 
systems of curriculum, instruction, data systems, supports, and assessment.



STANDARD 5: COMMUNITY AND EXTERNAL LEADERSHIP Candidates who successfully 
complete a building-level educational leadership preparation program understand and 
demonstrate the capacity to promote the current and future success and well-being of each 
student and adult by applying the knowledge, skills, and commitments necessary to engage 
families, community, and school personnel in order to strengthen student learning, support school 
improvement and advocate for the needs of their school and community.

Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

A.  Component 5.1 Program completers 
understand and demonstrate the capacity 
to collaboratively engage diverse families in 
strengthening student learning in and out of 
school.

• • •

B.  Component 5.2 Program completers 
understand and demonstrate the capacity 
to collaboratively engage and cultivate 
relationships with diverse community members, 
partners, and other constituencies for the 
benefit of school improvement and student 
development.

• •

C.  Component 5.3 Program completers 
understand and demonstrate the capacity 
to communicate through oral, written, and 
digital means within the larger organizational, 
community, and political contexts when 
advocating for the needs of their school and 
community.

• •

STANDARD 6: OPERATIONS AND MANAGEMENT Candidates who successfully complete a building-
level educational leadership preparation program understand and demonstrate the capacity to 
promote the current and future success and well-being of each student and adult by applying the 
knowledge, skills, and commitments necessary to improve management, communication, technology, 
school-level governance, and operation systems to develop and improve data-informed and equitable 
school resource plans and to apply laws, policies, and regulations.

Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

A.  Component 6.1 Program completers 
understand and demonstrate the capacity 
to evaluate, develop, and implement 
management, communication, technology, 
school-level governance, and operation systems 
that support each student’s learning needs and 
promote the mission and vision of the school.

• • •
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Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

B.  Component 6.2 Program completers 
understand and demonstrate the capacity to 
evaluate, develop, and advocate for a data-
informed and equitable resourcing plan that 
supports school improvement and student 
development.

• • • •

C.  Component 6.3 Program completers 
understand and demonstrate the capacity 
to reflectively evaluate, communicate about, 
and implement laws, rights, policies, and 
regulations to promote student and adult 
success and well-being.

•

STANDARD 7: BUILDING PROFESSIONAL CAPACITY Candidates who successfully complete  
a building-level educational leadership preparation program understand and demonstrate the 
capacity to promote the current and future success and well-being of each student and adult by 
applying the knowledge, skills, and commitments necessary to build the school’s professional 
capacity, engage staff in the development of a collaborative professional culture, and improve 
systems of staff supervision, evaluation, support, and professional learning.

Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

A.  Component 7.1 Program completers 
understand and have the capacity to 
collaboratively develop the school’s professional 
capacity through engagement in recruiting, 
selecting, and hiring staff.

•

B.  Component 7.2 Program completers 
understand and have the capacity to 
develop and engage staff in a collaborative 
professional culture designed to promote 
school improvement, teacher retention, and 
the success and well-being of each student and 
adult in the school.

• • • • •

C.  Component 7.3 Program completers 
understand and have the capacity to personally 
engage in, as well as collaboratively engage 
school staff in, professional learning designed 
to promote reflection, cultural responsiveness, 
distributed leadership, digital literacy, school 
improvement, and student success.

• • •
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Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

D.  Component 7.4 Program completers 
understand and have the capacity to 
evaluate, develop, and implement systems of 
supervision, support, and evaluation designed 
to promote school improvement and student 
success.

• •

The final NELP standard is related to clinical practice that is evaluated by CAEP. This stan-
dard is, of course, not content for this text, but is repeated below for your information.

STANDARD EIGHT: INTERNSHIP

Candidates successfully complete an internship under the supervision of knowledgeable, expert 
practitioners that engages candidates in multiple and diverse school settings and provides 
candidates with coherent, authentic, and sustained opportunities to synthesize and apply the 
knowledge and skills identified in NELP standards 1–7 in ways that approximate the full range of 
responsibilities required of building-level leaders and enable them to promote the current and 
future success and well-being of each student and adult in their school.

Component 8.1
Candidates are provided a variety of coherent, authentic, field and or clinical internship experi-
ences within multiple school environments that afford opportunities to interact with stakeholders 
and synthesize and apply the content knowledge and develop and refine the professional skills 
articulated in each of the components included in NELP Building-Level Program Standards 1–7.

Component 8.2
Candidates are provided a minimum of 6 months of concentrated (10–15 hours per week) intern-
ship or clinical experiences that include authentic leadership activities within a school setting.

Component 8.3
Candidates are provided a mentor who has demonstrated effectiveness as an educational 
leader within a building setting; is present for a significant portion of the internship; is selected 
collaboratively by the intern, a representative of the school and/or district, and program faculty; 
and has received training from the supervising institution.
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The district-level standards are comparable to the building-level standards, except that each 
standard and component is directed toward the preparation of district-level administrators, rather 
than building-level administrators. Therefore, the crosswalk of the building-level standards and 
components by chapter above can also be applied to the district-level standards and components 
for Standards 1 through 5 and Standard 6, Components 6.1 and 6.2. District-level Standard 6, 
Component 6.3, is not comparable to the building-level Component 6.3. In addition, the district-
level Standard 7 is not comparable to the building-level Standard 7. These different components 
are described below by chapter.

NELP PROGRAM RECOGNITION  
STANDARDS—DISTRICT LEVEL

Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

A. Component 6.3 Program completers 
understand and demonstrate the capacity to 
develop, implement, and evaluate coordinated, 
data-informed systems for hiring, retaining, 
supervising, and developing school and district 
staff in order to support the district’s collective 
instructional and leadership capacity.

•

Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

A.  Component 7.1 Program completers 
understand and demonstrate the capacity 
to represent the district, advocate for 
district needs, and cultivate a respectful and 
responsive relationship with the district’s board 
of education focused on achieving the shared 
mission and vision of the district.

•

STANDARD 7: POLICY, GOVERNANCE, AND ADVOCACY Candidates who successfully complete 
a district-level educational leadership preparation program understand and demonstrate 
the capacity to promote the present and future success and well-being of students and 
district personnel by applying the knowledge, skills, and commitments necessary to cultivate 
relationships, lead collaborative decision making and governance, and represent and advocate for 
district needs in broader policy conversations.
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Chapters

1 2 3 4 5 6 7 8 9 10 11 12

Components

B.  Component 7.2 Program completers 
understand and demonstrate the capacity to 
design, implement, cultivate, and evaluate 
effective and collaborative systems for 
district governance that engage multiple and 
diverse stakeholder groups, including school 
and district personnel, families, community 
stakeholders, and board members.

• •

C.  Component 7.3 Program completers 
understand and demonstrate the capacity 
to evaluate, engage in decision making, 
implement, and appropriately communicate 
about district, state, and national policy, laws, 
rules, and regulations.

• •

D.  Component 7.4 Program completers 
understand the implications of larger cultural, 
social, economic, legal, and political interests, 
changes, and expectations and demonstrate 
the capacity to evaluate and represent district 
needs and priorities within larger policy 
conversations, and advocate for the needs and 
priorities of the district at the local, state, and 
national level.

• • • •
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1

A school is a world in which people live and work. Like any other social organization, the 
world of the school has power, structure, logic, and values, which combine to exert strong 
influence on the ways in which individuals perceive the world, interpret it, and respond 

to it. In short, the behavior of people at work in an educational organization—individually as well 
as in a group—is not merely a reflection of their individual unique personalities but is powerfully 
shaped and molded by the social norms and expectations of the culture that prevail in the orga-
nization. This interplay between individuals and the social environment of their world at work is 
a powerful agent in the creation of organizational behavior, the behavior of people in the school 
organization. Those who want to be effective educational leaders must have a clear grasp of the 
essentials of organizational behavior in deciding how to engage in the practice of leadership. 
As you read this text, you should think about what you read, question it, challenge it, and ask 
 yourself—and discuss with other people—how it all fits into the practical realities of your work, 
your experience, and your personal view of the world. By being a reflective practitioner, this text 
will be much more useful to you both now and in the future.

SCHOOLS AS EDUCATIVE ORGANIZATIONS

Although U.S. schools have tended throughout their history to reflect the values and views of 
industry, commerce, and the military, it is becoming increasingly clear that schools are in fact dis-
tinct, if not unique, kinds of organizations that differ in important ways from industrial, commer-
cial, governmental, or military organizations. Because schools are unique among organizations, 
they require ways of thinking, styles of leadership, and approaches to administrative practice that 
are especially suited to them.

The uniqueness of educational organizations resides in their educative mission. Many 
organizations are created for the basic purpose of making money by manufacturing prod-
ucts, selling them, or providing for-prof it ancillary services that support those activities. 
Governments create a vast array of organizations that, collectively, are intended to provide 
public order and security. The distinctive mission of the schools to educate requires organiza-
tions that, by their very nature, enhance the continuing growth and development of people 
to become more fully functioning individuals. Such organizations must foster the learning, 
personal growth, and development of all participants, including students as well as adults at work 
in the school.

Organizational and  
Critical Theory

CHAPTER 1 
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Educative organizations seek to increase the personal and interpersonal competencies of 
their participants, to develop the skills of the group in collaborating, to make hidden assumptions 
explicit and to examine them for what they mean in terms of individual and group behavior, to 
enact cooperative group behavior that is caring and supportive of others, to manage conflict 
productively and without fear, and to share information and ideas fully. They place high value on 
and support openness, trust, caring, and sharing; they always strive for consensus but support 
and value those who think differently; and they prize human growth and development above all. 
Effective educational leaders, then, strive for a vision of the school as one that seeks to be engaged 
in a never-ending process of change and development, a “race without a finish line” (or kaizen, as 
the Japanese call constant growth achieved through small incremental steps), rather than one 
that seeks the big dramatic breakthrough, the mythical silver bullet, that will, supposedly, finally 
make everything right.

The processes of becoming (McGregor, 1960)—of people growing and developing as indi-
viduals and as group members, and of the organization doing so, too—combine to create the 
essence of enduring vitality in organizational life, whereas academic outcomes are transient, 
ephemeral evidence that the processes are working. The conundrum of power is a major concern 
in the environment of the educational organization: Hierarchy prevails. We have never found 
a substitute for hierarchy in organizational life, but we can ethically and honestly do much to 
share power and distribute it more equitably in efforts to minimize its deleterious effects on the 
behavior of people in the organization. In the process, we can make the school a more growth-
enhancing environment, which is a very different concept of organization from what we gener-
ally find in industrial and business organizations, and it should be because the essential, unique 
mission of schools is educative.

ORGANIZATIONAL THEORY

Discussion of different perspectives that may be used in thinking about organizations, bureau-
cratic and nonbureaucratic, is really discussion of organizational theory. Practicing educational 
administrators are commonly skeptical of theory, often regarding it as some ideal state or idle 
notion—commonly associated with the pejorative term ivory tower. This attitude is often ratio-
nalized by those who work in schools, who state they must deal with the tough practicalities of 
daily life in the “real world.” Far from being removed from daily life, however, theory is crucial 
in shaping everyday perception and understanding of commonplace events. School leaders need 
to know about organizational theory so that they can think more clearly about making better 
informed choices in a world where things are characteristically ambiguous, uncertain, unclear, 
or unknown.

Theory Defined and Described

Theory is not a guess or a hunch. Theory is systematically organized knowledge thought to 
explain observed phenomena. Good theory is based on good research (we discuss research prac-
tices later in this chapter). Just as we have theories about the causes of disease, the forces that make 
it possible for airplanes to fly, and the nature of the solar system, we also have theories about 
organizations and how they work. Just as theoretical reasons underlie the fact that we know we 
should wash our hands frequently, exercise regularly, and maintain a nutritionally sound diet, so 
also should theoretical underpinnings bolster our understanding of schools as organizations and 
how to make them more effective.
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Theory is useful insofar as it provides a basis for thinking systematically about complex 
problems, such as understanding the nature of educational organizations. It is useful because it 
enables us to describe what is going on, explain it, predict future events under given circumstances, 
and—essential to the professional practitioner—think about ways to exercise control over events.

Two Major Perspectives on Educational Organizations

Since the dawn of organizational studies in the 20th century, people have generally elected to 
conceptualize organizations in one of two ways. One way is traditional theory, usually called 
bureaucratic, though it is often sardonically referred to by staunch critics of public schooling as 
the factory model of organization. Whatever name is used, bureaucratic organization conjures 
in one’s mind some well-worn stereotypes:

• The 18th-century army of Frederick the Great, with its characteristically robot-like regi-
mentation, top-down authority, all controlled by extensive written detailed rules and 
 directives—the “book” by which the organization is run

• Franz Kafka’s famously vivid, indelible images that depict bureaucracy as a nightmarish, 
maddeningly indecipherable, obtuse organization that creates bizarre unpredictable out-
comes in the name of sweet reason.

Nevertheless, bureaucratic organization remains by far the most common theory of organization 
worldwide. Indeed, to many people in the world, bureaucracy is the defining concept, the very 
essence, of what an organization is. However, as time passed and the world changed, a second 
way of understanding organizations arose.

The second way is the contemporary nonbureaucratic theory that developed in large part 
from the constant growth and accelerating tempo of change in today’s world. The present-day 
acceleration in the development of technology and changes in politics, economics, and society 
have generally left rigid bureaucracies floundering and unresponsive. To thrive in today’s rapidly 
changing world, schools must be nimble, adaptive to change, and constantly evolving. These are 
the kinds of organizations that Peter Senge (1990) called learning organizations. They are not 
only adaptable to new challenges emerging in the world but also adaptable to the worldwide rise 
in expectations for increased democracy, personal freedom, individual respect and dignity, and 
opportunities for self-fulfillment.

BUREAUCRATIC THEORY The bureaucratic approach tends to emphasize the following five 
mechanisms in dealing with issues of controlling and coordinating the behavior of people in the 
organization:

1. Maintain firm hierarchical control of authority and close supervision of those in the lower 
ranks. The role of the administrator as inspector and evaluator is stressed in this concept.

2. Establish and maintain adequate vertical communication. This practice helps to ensure 
that good information will be transmitted up the hierarchy to the decision makers, and 
orders will be clearly and quickly transmitted down the line for implementation. Because 
the decision makers must have accurate information concerning the operating level in order 
to make high-quality decisions, the processing and communicating of information up the 
line are particularly important but often not especially effective. The use of computers to 
facilitate this communication is highly attractive to adherents of bureaucratic concepts.
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3. Develop clear written rules and procedures to set standards and guide actions. These 
include curriculum guides, policy handbooks, instructions, standard forms, duty rosters, 
rules and regulations, and standard operating procedures.

4. Promulgate clear plans and schedules for participants to follow. These include teachers’ 
lesson plans, bell schedules, pull-out schedules, meeting schedules, budgets, lunch sched-
ules, special teacher schedules, bus schedules, and many others.

5. Add supervisory and administrative positions to the hierarchy of the organization as 
necessary to meet problems that arise from changing conditions confronted by the 
organization. For example, as school districts and schools grew in size, positions such 
as assistant principal, chairperson, director, and coordinator appeared. As programs 
became more complex, positions for specialists (director of special education, coordinator 
of substance abuse programs, school psychologist, compliance officer, and school social 
worker, to name a few) appeared.

The widespread acceptance of these bureaucratic mechanisms as the preferred way for exer-
cising control and coordination in schools is illustrated by the reform movement that emerged 
in 1983, when A Nation at Risk was published during the Reagan presidency. The effectiveness of 
schools became a major theme in the political agenda on education and joined the linked duo that 
had been inherited from the 1970s—equality and access. Although a body of research literature on 
effective schools and what they were like had been steadily growing, a nearly unrelated reform move-
ment suddenly erupted in 1983 that—in the popular press and electronic media, at least—seized 
center stage and strongly influenced numerous efforts to improve the functioning of schools. This 
point is of interest to us here because it illustrates the very strong conviction of many political lead-
ers that bureaucratic methods are appropriate in thinking about schools and how to improve them.

Clearly, there is a strong tendency for some educational reformers to keep in mind bureau-
cratic methods or some other set of assumptions about the nature of schools on which the logic 
of their efforts pivots. Often those assumptions are the same as those underlying the traditional 
factory, in which management decides what is to be done, directs the workers to do it, then super-
vises them closely to be sure that the directives are followed in full. But as Doyle and Hartle (1985) 
observed:

It simply doesn’t work that way. The impulse to reform the schools from the top 
down is understandable: it is consistent with the history of management science. 
The explicit model for such reform was the factory; Frederick Taylor’s scientific man-
agement revolution did for the schools the same thing that it did for business and 
industry—created an environment whose principal characteristics were pyramidal 
organization. . . . The teacher was the worker on the assembly line of education; the 
student, the product; the superintendent, the chief executive officer; the school trust-
ees, the board of directors; and the taxpayer, the shareholder. (p. 24)

These beliefs seem to undergird the current reform strategy, as the No Child Left Behind (NCLB) 
Act of 2001 demonstrates. NCLB was a reauthorization of the 1965 Elementary and Secondary 
Education Act (ESEA). It seemed clear that the trend toward federal influence in education would 
continue. It also seemed clear, based on the 2009 Race to the Top (RTTT) foci, that the scope and 
power of the federal role in education policy would be expanded on an unprecedented scale. Then 
in December 2015, Congress passed changes to NCLB and named it the Every Student Succeeds 
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Act (ESSA), allowing more state control in judging school quality. NCLB, RTTT, and ESSA made 
extraordinary amounts of funding available to the states from Washington, DC.

Although the 2001 version of ESEA, which had been named the No Child Left Behind Act of 
2001, was recognized as a major breakthrough in the history of U.S. public education, it had also 
given rise to significant problems. The outcome of the entire enterprise would unquestionably 
hinge on the extent to which the conviction of those with political power in Washington and the 
state capitals would remain unshakable about the following:

1. That they have the best ideas about how to bring about improvement in school outcomes 
in the classrooms of the 95,000 or so schools in the United States

2. That they have sufficient knowledge about the circumstances in the classrooms in those 
school districts to make the judgments necessary to draw up action plans and legal man-
dates to implement the top-down organizational strategy in the belief that it is incontestably 
the most promising option available to bring about the desired changes that are sought in 
the schools.

The NCLB Act was—in the history of the Republic until that time—the boldest venture on the 
part of the federal government to redirect the schooling of children throughout the land. By 2018, 
federal participation continued to escalate on an unprecedented scale. It will take more time to 
see how well founded the beliefs so confidently held by politicians in Washington, DC and in the 
state capitals actually were. We will discuss NCLB later in this chapter and refer to it throughout 
this book, as it touches on many topics in the study of organizational behavior.

HUMAN RESOURCES DEVELOPMENT THEORY As we have suggested, a very different set of 
assumptions exists with regard to the organizational characteristics of schools and the behavior 
of teachers in their classrooms. It is a view that places teachers foremost in creating instructional 
change and therefore questions the wisdom of any change strategy that seeks to force change 
upon teachers arbitrarily and without their participation in the processes of deciding what should 
be done. As we have seen, this is far from a new view of organization. But recent failures of 
bureaucratic methods to rectify severe organizational difficulties—especially in the corporate 
world—coupled with the emergence of newer organizational perspectives (such as the power of 
organizational cultures to influence behavior) have brought newer, nonbureaucratic concepts to 
the fore as a major way to think about organizational issues.

Bureaucratic organizations strive to create organizational cultures that strongly emphasize 
the primacy of the organization’s officially prescribed rules, and their enforcement, as the central 
means of influencing individual participants to perform dependably in predictable ways. Non-
bureaucratic approaches, in contrast, emphasize developing a culture in the organization that 
harnesses the conscious thinking of individual persons about what they are doing as a means of 
involving their commitment, abilities, and energies in achieving the goals of the organization. The 
central mechanism through which the nonbureaucratic organization exercises coordination and 
control is the socialization of participants concerning the values and goals of the organization, 
rather than through written rules and close supervision. Through this intense socialization, par-
ticipants identify personally with the values and purposes of the organization and are motivated 
to see the organization’s goals and needs as being closely congruent with their own. Thus, the 
culture of the organization epitomizes not only what the organization stands for and expects but 
also the core beliefs and aspirations of the individual participants themselves. The culture of an 
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organization makes clear what the organization represents—its values, its beliefs, its true (often 
as distinguished from its publicly stated) goals—and provides tangible ways by which individu-
als in the organization may personally identify with that culture. The culture of an organization 
is communicated through symbols: typically in the form of stories, myths, legends, and rituals 
that establish, nourish, and keep alive the enduring values and beliefs that give meaning to the 
organization and make clear how individuals become and continue to be part of the saga of the 
organization as it develops through time.

In this view, close inspection and supervision are far from the only means of ensuring the 
predictable performance of participants. Personal identification with and commitment to the 
values of the organization’s culture can provide powerful motivation for dependable perfor-
mance even under conditions of great uncertainty and stress. Consider, for example, what causes 
an individual to join an organization, stay in it, and work toward that organization’s goals. For 
principles of human resources development theory to work, leaders need to believe in a particu-
lar philosophy of human behavior in the organization. Douglas McGregor helps us understand 
leader philosophy about people and the organization. His depiction of leader philosophy is called 
Theory X and Theory Y (McGregor, 1960).

THEORY X AND THEORY Y Theory X rests on four assumptions that the administrator may 
hold:

1. The average person inherently dislikes work and will avoid it whenever possible.
2. Because people dislike work, they must be supervised closely; they must be directed, 

coerced, or threatened with punishment in order for them to put forth adequate effort 
toward the achievement of organizational objectives.

3. The average worker will shirk responsibility and seek formal direction from those in charge.
4. Most workers value job security above other job-related factors and have little ambition.

Administrators who—tacitly or explicitly—think that these are basic facts of organizational life 
will, of course, use them as a guide when dealing with employees in the organization.

Theory Y embraces very different assumptions about the nature of people at work:

1. If it is satisfying to them, employees will view work as natural and as acceptable as play.
2. People at work will exercise initiative, self-direction, and self-control on the job if they are 

committed to the objectives of the organization.
3. The average person, under proper conditions, learns not only to accept responsibility on 

the job but also to seek it.
4. The average employee values creativity—that is, the ability to make good decisions—and 

seeks opportunities to be creative at work.

Administrators who—tacitly or explicitly—accept this explanation of the nature of human beings 
at work could reasonably be expected to deal with subordinates in ways quite different from the 
ways of those who hold Theory X views.

These theories are not something for you to accept or reject; they are merely a simple illus-
tration of how theoretical views of the organization are actually used by practitioners of educa-
tional administration in their work—a guide to rational decisions and actions on the firing line. 
Those with administrative, management, or leadership responsibilities tend to believe that one of 
these theoretical statements more accurately represents the nature of reality in the organization 
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than the other does. Leaders will generally act in ways that are harmonious with the theoretical 
statement they think is true. Those who tend to hold a Theory X view of people, for example, are 
inclined to believe that motivation is basically a matter of the carrot and the stick; they tend to 
readily accept the necessity for close, detailed supervision of subordinates, and they tend to accept 
the inevitability of the need to exercise down-the-line decision making. Collegial approaches to 
organizational life are likely to be viewed as perhaps a nice ideal in the abstract but not very practi-
cal in the real world of schools.

As Chris Argyris (1971) put it, Theory X views give rise to Behavior Pattern A on the part 
of leaders. This pattern of behavior may take one of two principal forms:

1. Behavior Pattern A, hard, is characterized by no-nonsense, strongly directive leadership, 
tight controls, and close supervision.

2. Behavior Pattern A, soft, involves a good deal of persuading, “buying” compliance from 
subordinates, benevolent paternalism, or so-called “good” (that is, manipulative) human 
relations.

In either case, Behavior Pattern A, whether acted out in its hard or its soft form, has the clear 
intention of motivating, controlling, and managing in the classical sense. It is based on Theory X 
assumptions about the nature of human beings at work.

Theory Y assumptions that leaders hold about people at work are very different. Theory Y 
assumptions give rise to Behavior Pattern B on the part of the leader. This style is characterized 
by commitment to mutually shared objectives, high levels of trust, mutual respect, and helping 
people in the organization to gain satisfaction from the work itself. Pattern B leadership may well 
be demanding, explicit, and thoroughly realistic, but it is essentially collaborative. It is a pattern of 
leader behavior intended to be more effective and productive than Pattern A because it is thought 
to reflect a more accurate understanding of what people at work are really like.

In this discussion of the relationship between theory and understanding organizational 
behavior in schools, it should be emphasized—as Argyris cautioned—that Behavior Pattern A, soft, 
is often superficially mistaken for Behavior Pattern B. This ambiguity has caused considerable con-
fusion among those trying to apply these theoretical ideas to schools. But the Behavior Pattern A,  
soft, approach often used by supervisors to manipulate teachers into compliance with what is basi-
cally highly directive management—in the guise of “good human relations”—has done much in 
U.S. education to discredit the plausibility of Theory Y as applicable to the real world of schools 
and school systems.

LIKERT’S FOUR SYSTEMS The practical usefulness of thinking in this way is illustrated by 
the work of Rensis Likert. In more than 30 years of research in schools as well as in industrial 
organizations, Likert identif ied a range of management styles, called Systems 1, 2, 3, and 4. 
The def initions of each system are explained in terms of leader behavior and how others in 
the organization are involved in decision-making processes: These systems range on a con-
tinuum from authoritarian leader behavior and no involvement by others in the decision-
making process in System 1, to collaborative leadership and broad involvement by others 
in decision making in System 4. Figure 1.1 def ines each system and juxtaposes Likert’s four 
systems with McGregor’s Theory X and Theory Y. Likert’s studies supported the hypothesis 
that the crucial variable that differentiates more effective from less effective organizations 
is human behavior in the organization. Blake and Mouton (1969) found that effective orga-
nizations involve individuals in important organizational decisions. They submitted that 
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THEORY X System 1 Management is seen as having no trust in subordinates.
a. Decision imposed—made at the top.
b. Subordinates motivated by fear, threats, or punishment.
c. Control centered on top management.
d. Little superior–subordinate interaction.
e. People informally opposed to goal by management.

System 2 Management has condescending confidence and trust in 
subordinates.
a. Subordinates seldom involved in decision making.
b. Rewards and punishment used to motivate.
c. Interaction used with condescension.
d. Fear and caution displayed by subordinates.
e. Control centered on top management but some delegation.

System 3 Management is seen as having substantial but not complete trust 
in subordinates.
a. Subordinates make specific decisions at lower levels.
b. Communication flows up and down the hierarchy.
c. Rewards, occasional punishment, and some involvement are 

used to motivate.
d. Moderate interaction and fair trust exist.
e. Control is delegated downward.

THEORY Y System 4 Management is seen as having complete trust and confidence in 
subordinates.
a. Decision making is widely dispersed.
b. Communication flows up and down and laterally.
c. Motivation is by participation and rewards.
d. Extensive, friendly, superior–subordinate interaction exists.
e. High degree of confidence and trust exists.
f. Widespread responsibility for the control process exists.

FIGURE 1.1 Likert’s Management Systems Theory related to McGregor’s Theory X and Theory Y.

System 4 management is most effective and System 1 least effective. In examining extensive 
research on school organizations specif ically, Gordon Lippitt (1969) agreed with Blake and 
Mouton’s conclusions.

Both McGregor and Likert were basically concerned not with being nice to people or mak-
ing work pleasant, but with understanding how to make organizations more effective, which is as 
pressing a need in business and industry as it is in education. This general point of view is widely 
and strongly supported by a vast amount of organizational research. Robert R. Blake’s and Jane 
Srygley Mouton’s (1969) organizational research, Gordon Lippitt’s (1969) studies of organiza-
tional renewal, and Paul Berman’s and Milbrey McLaughlin’s (1978) extensive studies of change 
in U.S. schools are only a few of the many early studies that supported the general theoretical 
position held by pioneers such as McGregor and Likert.

Traditional classical organizational views (bureaucratic theory) would indicate the opposite 
practices: tighten up rules and procedures, exercise stronger discipline and tougher management, 
and demand more work from subordinates. In the parlance of neoclassical theory exemplified 
in NCLB, the focus is on teacher accountability, specified performance objectives, and market-
based approaches to reform. Yet much of the best research in organizational behavior strongly 
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suggests that this latter approach would be, at best, self-defeating. Throughout this book, we 
present  evidence to support this claim.

A word of caution is in order here. Bureaucratic and human resources perspectives have 
been compared and contrasted as ideal cases for the purpose of clarifying and delineating the very 
real, basic differences between them. In the real world of schools, of course, one rarely encoun-
ters ideal cases, which is not to suggest that organizations cannot properly be classified as being 
bureaucratic or nonbureaucratic. Indeed, they can be and often are. Nor does it mean that, to be 
described as nonbureaucratic, an organization must be totally devoid of policies, regulations, 
and standard operating procedures, or that to be described as bureaucratic, an organization must 
be totally devoid of sensitivity to or respect for people. This fact is particularly true of schools, 
which are bureaucratic in some ways and nonbureaucratic in some very important ways. What it 
does suggest is that organizations may be properly described as relatively bureaucratic or relatively 
nonbureaucratic. It also suggests that schools are undoubtedly far more organizationally complex 
than is generally understood.

CRITICAL THEORY

A group of educational academicians who subscribe to a type of social criticism known as  critical 
theory (CT) have had a major impact on how we view organizations and leadership. These  theorists 
have been especially sensitive to and vociferous about shortcomings in the school hierarchy, par-
ticularly traditional bureaucratic institutions with top-down authority and limited allowances for 
typically marginalized groups to add their voices to organizational governance.

Critical theory holds that institutionalized oppression of groups of people in a society— 
cultural, ethnic, racial, and gender groups—is often supported by the oppressed peoples them-
selves, who believe the system to be in their own best interests. This coercion, critical theorists 
contend, is achieved by the manipulation of meaning by those in power to legitimate the values 
and beliefs of the power elite: “In essence, the oppressed groups work to support the interest of 
the dominant groups. By doing so, they consent to their own oppression” (Palmer & Maramba, 
2011, p. 439). In that view, some critical theorists in the Marxian tradition would say—indeed, 
have said—that workers in capitalist societies are oppressed by the powerful capitalist class but 
do not perceive it because, through control of the press, education, organized religion, and other 
social institutions, those in power systematically induce workers to believe that the values and 
beliefs of the capitalist class are legitimate and in the workers’ best interests.

Paulo Freire (1970) is often credited with bringing CT to education in his famous work 
 Pedagogy of the Oppressed, in which he analyzed educational practices and their impact on the poor 
and other marginalized groups. He contended that education should not treat children as empty, 
passive vessels into which teachers implant knowledge, which he called banking; education in his 
view should be problem posing, in which teachers and students engage in dialogue and students are 
proactive learners in their own knowledge acquisition. These concepts gave rise to the term critical 
pedagogy. In this way, he believed that education could mobilize social transformation. Freire was 
from Brazil, and although his work had an impact in the United States, CT was firmly planted in the 
United States by the works of Michael Apple (1971, 1986) and Henry Giroux (1983). Other notables 
in their field are Derek Bell (1992), Richard Delgado (1995), and Peter McLauren (1998), among 
others. Often Jonathan Kozol (1991, 1995, 2005) is considered a critical theorist for exposing the 
problems of poverty among children in U.S. schools, beginning with Savage Inequalities in 1991; his 
research brought the effects of poverty on schools and children to the attention of many in main-
stream education circles. Kozol showed how students living in poverty were typically in schools 




