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This smdy investigated the perceptions of 11 successful elementary school 

principals from seven school districts in southern Arizona. The principals were 

identified by their district superintendent or assistant superintendent as exemplifying 

the eight characteristics of successful principals described by Joekel, Wendel and 

Hoke (1994). 

Qualitative methodology was used to inductively analyze and describe response 

data collected through in-depth interviews. These interviews consisted of open-ended 

questions regarding: effective leadership, school culmre, vision, school improvement, 

empowerment, staff motivation, shared decision making, teacher instructional 

leadership, conflict, the changing nature of the principalship, and educational 

administration pre-service education. 

These perceptions were then compared to descriptions of effective practice as 

described in current literamre on transformational leadership, leadership standards 

accepted by the National Policy Board for Educational Administration, and current 

literature on educational administration pre-service reform efforts. 

The following are some findings that emerged from this study. These 

successful principals placed the needs of students in the center of all their decision 

making. This appeared to be the prime transformational behavior that awakened 

intrinsic motivation among staff members. Moreover, they demonstrated 

transformational leadership behaviors that included meeting intrinsic needs of 



followers, visionary leadership, building collaborative school cultures, and putting 

teachers in roles of instructional leadership. However, despite the presence of these 

behaviors, it appeared that they had a poor objective understanding of the 

transformational epistemology. Specific recommendations were made to better 

prepare school leaders to be the transformational leaders that researchers believe are 

necessary to successfully lead schools as we approach the turn of the century. 

The principals in this study believed their pre-service educational 

administration program was inadequate in preparing them for their role as principals. 

They believed pre-service programs need to define a body of knowledge and create a 

cohesive curriculum to leach the skills that administrators need to know to be 

effective leaders in their schools. Specific recommendations were made to improve 

educational administration graduate programs. 
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CHAPTER 1 

INTRODUCTION TO THE STUDY 

Introduction 

This study attempted to understand what successful elementary school 

principals perceived to be effective leadership practices. Those perceptions were then 

synthesized into a portrait of successful elementary school leadership. This was a 

rather formidable task because as James MacGregor Bums (1978) has said, "We do 

not really know what leadership is" (p. 451). While leadership has been studied 

extensively this century, many researchers come away from the subject feeling as 

though it is still a vague and misunderstood phenomenon (Bums, 1978; Bass, 1981; 

Bennis, 1989). Despite the elusiveness of a thorough understanding of leadership, it 

is an essential subject, for as Gardner (1988) said "To imagine that society can run 

without leaders is misguided" (p. 47). 

It is also misguided to believe that schools can be successfiil without quality 

leadership. Research has shown that students achieve more in schools that have 

strong principal leadership (Andrews & Soder, 1987). 

However, just as societal and school demographics have changed in recent 

decades, so has the type of leadership needed to successfully lead the rapidly changing 

schools of the 1990s (Hallinger, 1992; Leithwood, 1994; Murphy, 1994). 
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Murphy and Hallinger (1992) have outlined six factors which have contributed 

to the swift change of American society and the context of school leadership: 

1. Increasing importance of education - In the United States, we have moved 

from an industrial age to an age of information. Quality education is a critical factor 

to the success of the individual and the general economy in this new era (Guthrie, 

1990). 

2. Competitive forces - Because of the emergence of lesser developed 

countries as economic competitors, the United States is finding it more difficult to 

compete (Hammer & Champy, 1993). Standards of living are dropping and education 

is seen as one answer to this dilemma. 

3. Demands of a changing population - The United States population is 

growing in smdents who are low income, racial minorities, and limited English 

proficient. These are the types of students that our education system has failed in the 

past. Now schools are being challenged to educate them to a higher level (Beck & 

Murphy, 1993). 

4. The changing political landscape - Currently in the United States there is a 

grassroots desire and in some cases a demand to be involved in the decision

making processes of public organizations. Schools are under greater scrutiny and 

vulnerable to the expectations of the community (Hallinger, 1992). 

5. The debureaucratization of society - There is increasing criticism, in 

post-industrial countries, of bureaucratic organizations and a call for the dismantling 

of these bureaucracies. This includes school strucmres. 
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6. The decentralization of problems - There is a growing trend of central 

government agencies at both the federal and the state levels to pass 

responsibilities of problem solving to the local level. 

These changes in American society have not left school leadership unaffected. 

They have contributed to "uncertainty and ambiguity" (Hallinger, 1992, p. 45) in the 

role of the principal. Researchers are calling for principals to spend a greater 

proportion of their time working with staff and community members in advisory and 

collaborative modes. This new leadership requires the principal to "lead from the 

center" (Murphy & Louis, 1994, p. 10) of the organization rather than from the top 

of the organizational pyramid. This principal is to be an empowering facilitator and 

consult (Hallinger, 1992; Conley, 1991; Bredeson, 1991, Beck & Murphy, 1993). 

Increasingly, this new approach to leadership is being called transformational 

leadership (Leithwood, 1992; Leithwood, 1994). 

Statement of the Problem 

Cuban (1984) has said that wave after wave of school reform has occurred in 

the United States but has left American schools virtually unchanged. Sergiovanni 

(1996) suggests that one reason for this is that schools have adopted their concepts of 

good leadership from other organizations such as businesses, athletic teams, armies, 

etc. However, schools are quite different from other organizations. Consequently, 

schools need to develop their own constructs of leadership based on the kind of places 

schools are and the sort of people they serve. "Good leadership for corporations and 
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other organizations, it appears, may not be good leadership for churches, 

neighborhood associations, families, and other social enterprises" (Sergiovanni, 1996, 

p. xii). 

Researchers are saying that principals must be the ones to teach school 

communities how to operate effectively in our changing society (Beck and Murphy, 

1993). However, principals are in need of quality training regarding this new 

leadership configuration (Clark & Clark, 1996; Murphy, 1994). 

This dilemma is compounded by the perception of many researchers that 

educational administration programs in American universities are irrelevant to the 

practice of school leadership (Murphy, 1992). 

This study sought to understand the perceptions of 12 successful elementary 

school principals regarding what constiwtes effective school leadership. The 

successful principals interviewed in this study were identified by their superintendent 

or assistant superintendent as exemplifying the eight characteristics of successful 

principals cited by Joekel, Wendel and Hoke (1994). These characteristics included 

dedication, vision, smdent support, high expectations, innovation, human relations, 

professionalism, and values. Principal's perceptions were compared to descriptions of 

effective leadership as they appear in current literature, leadership standards accepted 

by the National Policy Board for Educational Administration, and current literature on 

educational administration pre-service reform efforts. In addition, these perceptions 

provided the data for inductive analysis and synthesis of a portrait of effective 

elementary school leadership. 
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This study was conducted using qualitative research methodology. In-depth 

interviews with 12 succcisful elementary school principals from seven southern 

Arizona school districts were conducted from November through December 1997. 

These interviews consisted of open-ended questions which reflected the themes that 

emerged from the literamre review as described in Chapter 2. These themes included 

general paradigms of what principals view as effective leadership, school culmre, 

vision, school improvement, empowerment, staff motivation, shared decision making, 

teacher leadership, conflict in the organization, meaning and purpose of work, 

pre-service administrative training and the changing namre of the principalship. Data 

were analyzed throughout this research using an inductive approach. 

Research Questions 

The following research questions guided this qualitative study: 

1. What leadership behaviors do successful elementary school principals 

believe are necessary to effectively lead a school and how do these perceptions 

compare to the descriptions in the current literamre on effective school leadership? 

Rationale: The literature which describes what constitutes effective school 

leadership has changed significantly in the last 10 years. This question will seek to 

understand the match between what current practitioners believe is necessary to 

effectively lead a school and what current researchers are saying. 

2. What leadership behaviors do successful elementary school principals 

believe are necessary to effectively lead a school and how do these perceptions 
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compare to leadership standards accepted by the National Policy Board for 

Educational Administration? 

Rationale: Professional educational administration organizations have been 

criticized of not actively influencing or enforcing a professional body of knowledge 

which contributes to quality practice of the profession. This question will seek to 

understand the congruence of practitioners' beliefs about leadership and the 

standards of the National Policy Board for Educational Administration. 

3. What elements do successful elementary school principals believe should be 

present in an educational administration preparation program and how do these 

perceptions compare with current literamre on educational administration pre-service 

reform? 

Rationale: Educational administration programs have been criticized as being 

irrelevant and inejfective in preparing school principals for the realities of the job. 

This question seeks to understand the principals' view of their pre-service training and 

what they recommendations they have for improvement. 

Significance of the Smdy 

During the 1960s and 1970s, university professors and policy makers believed 

that education could be improved through the implementation of scientific research. 

This effectively took control away from the local educators and put it in the hands of 

"experts" from the outside (Deal, 1985). Now, however, because of the rapidly 

changing school environment (Murphy & Hallinger, 1992), it is necessary for 
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researchers of school leadership to go directly to principals to understand the 

increasingly ambiguous role of the principal. 

Increasingly, writers in the field of school leadership are calling for the 

principal to be the embodiment of the school vision. It is the principal who is to 

model the behaviors he or she desires of the followership (Sashkin, 1988; Kirby, 

Paradise, & King, 1992; Gardner, 1995). Given this, it is essential to understand the 

thoughts and feelings of the school principal and how they make sense of the world of 

school leadership. 

"The heart of leadership lies in the hearts of leaders." This thought, 

expressed by Bolman and Deal (1995, p. 56), speaks of the need to have a more 

personal and deep look into this phenomenon we call leadership. Researchers have 

lamented over the superficial body of knowledge about leadership which has only 

scratched the surface of the subject (Bass, 1981; Sergiovanni, 1992; Beck & Murphy, 

1992). 

Writers in the field of educational administration desire to know, not only what 

things school leaders do, but why they do them. They want to know the leader's 

heart. "The heart of leadership has to do with what a person believes, values, dreams 

about and is committed to - the person's personal vision" (Sergiovanni, 1992, p. 7). 

There is a need to go beyond the surveys and questiotmaires in studying school 

leadership. That approach has created a body of knowledge lacking depth of 

understanding. Beck and Murphy (1992) expressed the need for a deeper, qualitative 

look at the principalship. 
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"We had much information, but it was highly descriptive and repetitive and 

revealed little about the assumptions and expectations associated with this role or 

about the forces that have helped to shape ideas about the principalship. . . . We felt 

like we possessed knowledge but lacked understanding about the principalship. We 

needed an approach to inquiry that was more attuned to the humanities than the 

sciences" (pp. 387-388). 

The qualitative study conducted sought to explore the belief systems and values 

of successful elementary school principals which have undergirded their effective 

school leadership. 

This is a timely and important smdy. Sashkin (1988) predicted that 50 percent 

of all current principals would be retired by the turn of the century. This figure 

suggests that recently a large number of new school administrators have entered and 

will be entering the field of school administration. Given the fact that America's 

schools have always been the laboratory for social change and the inculcation of 

societal values (Tyack & Honsot, 1982), it stands to reason that the role of the school 

principal is critical to the continuation of a free and democratic society. Beck and 

Murphy (1993) underscore the need for a vigorous effort to understand and strengthen 

the effectiveness of America's principals. "The changing social fabric threatens to 

overwhelm American society. If our response is feeble, the result is likely to be the 

emergence of a dual-class society not unlike that found in many third world 

countries" (p. 192). 
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Limitations 

These limitations should be noted when interpreting the findings of this study. 

Future consideration of the following dimensions may contribute to greater research 

validity in similar studies. 

1. Smdies which rely on qualitative research methodology are limited due to 

the non-standardized collection process. 

2. Principals for this study were selected by their superintendent or assistant 

superintendent based upon his/her perception that they were successful principals. 

This soidy was limited to the extent that this was an accurate perception. 

3. Data from the in-depth interviews of 11 respondents were used to generate 

the conclusions of this study. The original sample consisted of 12 respondents, 

however, evidence surfaced that led the researcher to conclude that one informant did 

not fit the profile of a "successful" principal. Consequently, the response data from 

this informant was not included in the data analysis. Furthermore, the data was 

collected from only one interview session with each informant which lasted between I 

and 1.5 hours. More ft^equent contact between the researcher and the informants may 

have contributed to greater validity. 

4. This study did not include triangulation with several sources of data. 

Comparison of the in-depth interview data with other sources of data such as principal 

memorandums or perceptions of other stakeholders in the school would contribute to 

greater clarity of the findings and may have increased the validity of this study. 
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5. This study did not include other researchers to confirm the reliability of the 

coding categories used to analyze the response data. The use of an inter-rater 

reliability check may have enhanced the validity of this study. 

6. The researcher attempted to uncover the informants ideas of reality and 

oiith regarding school leadership. However, consideration must be given regarding 

the veracity of the data since the researcher is also an elementary school principal. It 

is possible the data was inflated by the respondents in order to impress the researcher. 

7. The in-depth interview questions used in this smdy were not presented to a 

panel of experts for their confirmation that these questions were valid in reflecting the 

major themes which exist in the literamre on effective school leadership. 

Definition of Terms 

Constant Comparison Method: "Method in which the researcher 

simultaneously codes and analyzes data to develop concepts" (Taylor & Bogdan, 

1984, p. 126). 

First-Order Changes: Change efforts which occurred during the instructional 

leadership era of the 1980s. They included close supervision of teachers in their 

classrooms with attention on classroom curriculum and instructional practices. 

In-Depth Interviews: A widely accepted practice for gathering qualitative data 

for social science research, the researcher seeks to discover how people think and 

how they come to these perspectives. Because of the great detail sought through the 

in-depth interview, small samples are used. 
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Inductive Analysis: A process in which the researcher immerses himself in the 

data and uses logic and intuition to emerge meaningful concepts and themes. Bogdan 

and Biklen (1982) describe it as "constructing a picture which takes shape as you 

collect and examine the parts" (p. 29). 

Industrial Era: An era in American society when organizations relied on 

bureaucracy to provide order and success in its operations (Murphy & Lewis, 1994). 

Informant Principals: Principals interviewed for this smdy. 

Instructional Leadership Era: A period in the 1980s when principals were to 

lead schools in a directive, top-down fashion, focusing attention on curriculum and 

teacher instructional practices. 

National Policv Board for Educational Administration: A national board 

sponsored by a variety of educational associations which published the document 

Principals for Our Changing Schools: The Knowledge and Skill Base. 

National Policv Handbook: The handbook published by the National Policy 

Board for Educational Administration entitled. Principals for Our Changing Schools: 

The Knowledge and Skill Base. 

Pre-Service Administrative Training: A term used to refer to university 

graduate programs which educate school administrators. 

Post-Industrial Era: A period where bureaucratic hierarchy of authority is 

viewed as detrimental to cooperative and creative work efforts in organizations 

(Murphy and Lewis, 1994). 

Respondent Principals: The principals interviewed for this study. 
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Response Data: Information from the in-depth interviews with the respondent 

or informant principals. 

Qualitative Research Methodology: A research procedure which seeks to 

discover and understand the interpretations and meanings people bring to a particular 

research subject. The qualitative researcher is concerned with the subjective thoughts 

of informants because it is believed that it is these thoughts which give meaning to 

people's lives and cause people to act as they do (Bogdan & Biklen, 1982; Taylor & 

Bogdan, 1984). In qualitative inquiry much less emphasis is placed on a preconceived 

hypothesis. 

Restructuring Era: A period of school improvement that is associated with the 

1990s. The basic premise of the school restructuring movement was that those closest 

to students would be in the best position to make wise decisions regarding school 

policies and programs (Hallinger, 1992). 

Second-Order Changes: Changes which involved building a shared vision, 

group decision making, and a culture which empowered people to creatively achieve 

their shared mission (Leithwood, 1994). 

Transactional Leadership: A style of leadership which relies on bureaucratic 

positional power. The transactional leader seeks to give the follower something they 

desire in exchange for labor or loyalty to the leader (Bums, 1978). 

Transformational Leadership: The transformational leader recognizes and 

awakens higher intrinsic needs in a follower which motivates the follower to 

accomplish the shared goals of the organization. The transformational leader 
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facilitates the exchange of beliefs, norms and values between leader, led, and the 

organization which carries a moral quality that motivates even after the 

transformational leader has gone (Bums, 1978; Sergiovanni, 1990). 

Organization of Remaining Chapters 

Chapter 2 provides a review of the literamre related to school leadership, 

standards for leadership adopted by the National Policy Board for Educational 

Administration, and literature related to administrative pre-service educational reform. 

Chapter 2 is divided into the following sections: 

1. Overview of school leadership beginning with the 1960s and continuing 

through the restructuring era of the 1990s. 

2. Overview of the leadership domain as outlined by the National Policy 

Board of Educational Administration. The leadership domain contains three major 

components: shaping school culmre and values, developing shared strategic vision, 

and formulating improvement efforts. In addition, this leadership domain includes 

nine leadership performance standards for principals. 

3. A review of reform literature regarding educational administration 

pre-service training. 

Chapter 3 outlines the research methodology used in this smdy. This chapter 

is divided into the following sections: 

1. Theoretical assumptions of the qualitative research perspective. 

2. Rationale for the qualitative methodology. 
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3. Process description of in-depth interviews, data collection, and data 

analysis. 

Chapter 4 includes an analysis of the response data and chapter 5 provides 

conclusions and recommendations. 
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CHAPTER 2 

REVIEW OF RELATED LITERATURE 

The Principal 1960-1980: A Manager of Programs 

The roles of American school administrators have remained rather stable 

during the last century (Cuban, 1988; Tyack & Honsot, 1982). Despite a series of 

reforms in education overall, practice has not significantly changed classroom 

teaching or how schools are led (Cuban, 1984). 

During the early 1960s, America was galvanized in its determination to 

improve public education. This was due in part to Russia's successfiil space launch, 

Sputnik. At this time it was the prevailing attimde of university professors and policy 

makers that education could be improved through the implementation of scientific 

research. This infamation with science and its potential ability to bring American 

education to new heights effectively took local control and credibility away from local 

school officials and put it in the hands of "experts" from the outside (Deal, 1985). 

During the 1960s and 1970s, large amounts of federal money were being 

poured into public schools. Much of these funds went toward extensive curriculum 

reform, especially in the areas of science and math. In addition, federal money was 

going toward newly created special programs such as education for the handicapped 

and bilingual education (Hallinger, 1992). The responsibility of managing these 
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federal programs was given to the school principal. This new responsibility 

significantly impacted the time principals spent managing programs (Hallinger, 1992). 

Moreover, it put the local principal in a position to implement change like never 

before (Leithwood & Montgomery, 1992). 

It was observed that principals executed programs in very different ways and 

that the success of the effort had much to do with how it was administered. It was 

during this period that principals began to develop the reputation of being a critical 

factor in the creation of quality schools (Fullan, 1991; Leidiwood & Montgomery, 

1992). 

Fullan (1991) and Hallinger (1992) have observed that while the goal of 

federal and university involvement during the 1960s and 1970s was to improve public 

education and student learning, principals were preoccupied with properly complying 

with program guidelines. Consequently, principals displayed little ownership or 

responsibility for the success of these outside reforms. 

Two points are important to remember regarding the change efforts of the 

1960s and 1970s. First, these programs were designed by those outside of the local 

school environment and the role of the principal was simply to manage its 

implementation. Second, although these federal programs were intended for 

educational improvement, principals were largely concerned with proper compliance 

of program guidelines and not with improved student outcomes (Fullan, 1991; 

Leithwood, Begley & Cousins, 1992). These two factors undoubtedly contributed to 
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the failure of these federal efforts to effect lasting change and contributed to the 

conditions which led to the restructuring efforts of the 1990s. 

The Principal of the 1980s: Instructional Leader 

During the late 1970s and early 1980s, public schools became the focus of 

harsh criticism from a variety of sources. Falling test scores were regularly published 

in local papers which alarmed the nation. Stories of unruly, vandalized schools and 

fed up teachers on strike also received much media attention (Haberman, 1987). The 

National Commission on Excellence in Education (1983) published A Nation at Risk, 

one of the first of many national reports which vividly identified major problems in 

public education, this docimient contributed to the sense of concern and urgency felt 

by the nation to fix our faltering national institution called public schools. 

The tone relative to American education in the early first half of the 1980s was 

one of impending crisis (Bredeson, 1985; Murphy, 1990b). This attimde is reflected 

in a statement by Goodlad (1984) "American schools are in trouble. In fact, the 

problems of schooling are of such crippling proportions that many schools may not 

survive. It is possible that our entire public education system is nearing collapse" (p. 

1). 

During this time of heightened concern for public schools, Ron Edmonds 

(1979) wrote a watershed article which called for strong administrative leadership to 

create instructionally effective schools. His conclusions may be viewed as a turning 
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point which heralded the beginning of the era of instructional leadership (Hallinger, 

1992). 

At the same time Goodlad (1978) called for school leaders to return to the 

"first principles" of their profession and to be leaders who would "maintain, justify, 

and articulate sound, comprehensive programs of instruction for children and for 

youth" (p. 326). 

Unlike the role of program manager of a few years earlier, the principal as an 

instructional leader was to have extensive knowledge of many aspects of the school to 

guide it toward excellence. He or she was to supervise teachers closely in their 

classrooms, intervening when necessary to improve instruction. The principal was to 

be a strong, dynamic leader who held high expectations for smdents and teachers 

(Leithwood & Montgomery, 1992; Hallinger & Murphy, 1985; Wimpelberg, 1990). 

During the first half of the 1980s a clear consensus had been reached that the 

school principal was the key factor in school improvement efforts (Cuban, 1988; 

Barth, 1986; Wimpelberg, 1990; Murphy, 1991). It was found that students achieved 

more in schools with principals who were strong, instructional leaders (Andrews & 

Soder, 1987). By the mid-1980s, principals were inundated with the call to be strong 

instructional leaders who focused attention on teacher behaviors and student outcomes. 

Principals were urged to forsake their program manager role of the past two decades 

for this new, dynamic role (Murphy, 1991; Wimpelberg, 1990). Massive efforts 

occurred throughout the United States to determine what it meant for a principal to be 
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an effective instructional leader (Dwyer, 1986; Hallinger & Murphy, 1985; 

Leithwood & Montgomery, 1991). 

According to Weber (1989), the role of instructional leader was defined by the 

following actions: 

1. Define the school's mission 

2. Manage curriculum and instruction 

3. Promote a positive learning environment 

4. Observe teachers and give feedback 

5. Assess the instructional program 

The instructional leader was to be a visionary who crystallized the school's 

mission. He or she was responsible for seeing that the vision was realized (Bredeson, 

1985; Greenfield, 1987; Beck & Murphy, 1993). 

The principal of the 1980s was to be actually involved in the classroom, 

monitoring curriculum and instruction and regularly intervening to hone teachers' 

skills (Little & Bird, 1987; McEvoy, 1987; Murphy, Weil, Hallinger, & Mitman, 

1983). As Smith and Andrews (1989) said, principals during this period were to be 

•'aggressive, skilled, and data driven" (p. 60). 

During this period, principals were not only encouraged to be visibly present 

in the classrooms, but all around campus. This allowed the principal to give praise 

for performance to all employees (Fullan, 1981; Lipham, 1981; Sapone, 1985). 

Smith and Andrews (1989) described the practice of being visibly present by effective 

principals. 



32 

After being out and around the school, the principal communicates praise 

verbally and through informal notes. The visible presence of the principal 

appears to be most keenly felt when the principal serves as a rewarder, giving 

positive attention to staff for accomplishment . . . acknowledging the 

achievements of others is a regular practice by principals who are strong 

instructional leaders, (p. 19) 

The pressure put on principals as the critical linchpins of a school's success or 

failure was extremely great during this period as is reflected in this statement by 

DeRoche (1985): 

The school principal is the, not a, major influence on the quality of education 

in a school. The school principal - also known as the middle manager and the 

site administrator - is the major influence on whether education is effective or 

ineffective; whether morale is high or low; whe±er the school climate is 

positive or negative; whether personnel are satisfied or dissatisfied; whether 

the students achieve or don't achieve; whether parents and the public are 

cooperative or uncooperative and whether there is effective or ineffective 

management and leadership, (p. v) 

Despite the fact that principals were considered in charge to directly influence 

classroom curriculum and instruction in their schools, this period of instructional 

leadership was still a highly prescribed, top down and controlling leadership method, 

similar to the top down program manager style of the previous period (Cuban, 1984; 

Hallinger & Wimpelberg, 1992; Hallinger, 1992). 
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Traditionally, the school principalship has been seen as a combination of 

management and leadership functions. The instructional leadership function of the 

principal's job devalued the management aspect of the work because it had been 

shown that strong instructional leaders contributed to higher academic outcomes 

(Murphy, Hallinger & Mesa, 1985). However, after principals had been trained for 

their instructional leadership role, the managerial and political nature of the workplace 

had not changed and thus greatly hindered principals from being the leader they were 

asked to be (Anast, 1990; Marsh, 1992). Murphy (1994) noted that principals at this 

time began expressing concerns about their expanding job responsibilities because 

while much was being added to their roles, little, if anything, was being deleted. 

This contributed to "role overload" (Murphy, 1994, p. 94) and threatened to drive 

many principals from the profession (Earley, Baker, & Weindling, 1990). Aretha 

Pigford (1995), a former principal, described why she left the principalship: 

I left public school administration ... to regain control of my life. ... I 

realized I was being consumed by my job. ... If we are to create new 

paradigms for America's schools, we cannot have exhausted, frustrated people 

at their helms, (p. 53) 

Toward the end of the 1980s, ideas about how schools should be governed and 

improved began to change. The principal's role as the instructional leader was being 

questioned regarding its long term effectiveness (Hallinger, 1992; Leithwood, Begley 

& Cousins, 1992). Schools had just responded to the extensive reform proposals of 

the effective schools movement with the principal as the instructional leader, when 
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they began to be swamped with new ideas about student learning and school 

governance. Increasingly, this massive reform movement was referred to as 

restructuring (Murphy, 1990a). 

The previous sections of this chapter gave an overview of the principal's role 

as a manager of programs designed by individuals outside of the local school 

environment and as the instructional leader of the school. Both roles may be 

characterized as top down improvement efforts. 

The following sections will describe the societal conditions which contributed 

to the emergence of the era of school restructuring and the new principal leadership 

skills that this era required. 

Changing Environmental Factors Lead to School Restructuring 

In the early 1980s, American business found itself struggling to survive against 

the onslaught of formidable foreign competition. Quality products from abroad were 

giving American buyers greater choices in the marketplace. Prior to the 1980s, those 

who weren't satisfied would buy anyway because they had few choices. Hammer and 

Champy (1993) described this new situation. 

Since the early 1980s, in the United States and other developed countries, the 

dominant force in the seller-customer relationship has shifted. Sellers no 

longer have the upper hand; customers do. Customers now tell suppliers what 

they want, when they want it, and how they want it. This change in the 

marketplace caused American businesses to undergo massive restructuring and 
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downsizing efforts. They came to the conclusion that what had given business 

success in the past would no longer work in the current economic 

environment, (p. 18) 

It was not long before a variety of people and organizations in American 

society were announcing correlations between the woes of American business and an 

ineffective public education system. Harsh and direct criticism was being given to 

American schools such as this comment by David Keams (1988), Chairman of the 

Xerox Corporation. "Public education has put this country at a terrible competitive 

disadvantage. The American work force is running out of qualified people" (p. 566). 

In addition, the Carnegie Form on Education and the Economy (1986) drew the 

following conclusion: 

The 1980s will be remembered for two developments: the beginning of a 

sweeping reassessment of the basis of the nation's economic strength and an 

outpouring of concern for the quality of American education. The connection 

between these two streams of thought is strong and growing, (p. 11) 

Increasingly, the bureaucracy, which provided strucmre and efficiency to 

private and public organizations in the industrial age, was being viewed as an obstacle 

to effectiveness in the rapidly changing social and economic environment of the 1980s 

(Maccoby, 1988; Weindling, 1992). The successful rise in production that business 

experienced in restnicmring top down bureaucracies and increasing participatory 

decision making stepped up the calls for restnicmring of the public school system 

(Leithwood, 1992; Sarason, 1990). 



36 

The basic premise of the school restructuring movement was ±at those closest 

to smdents would be in the best position to make wise decisions regarding school 

policies and programs (Hallinger, 1992; David, 1990). 

Hallinger, Murphy and Hausman (1992) stated the goals of restrucmring as 

being: 

1. To decentralize the organization, management, and governance of 

schooling. 

2. To empower those closest to students in the classroom. 

3. To create new roles and responsibilities for all stakeholders in the system. 

4. To transform the learning/teaching process of the classroom. 

The reforms of the school restrucmring movement proposed great changes in 

school leadership roles. There was a clarion call for shared decision making which 

put teachers in more prominent positions of leadership. Unlike previous change 

efforts, restrucmring made the local school responsible for the initiation of change and 

not just the implementors of change that came from the outside. Teachers were seen 

as experts and vitally important to this change effort (Barth, 1990; Smylie & Conyers, 

1991). 

First- and Second-Order Changes 

The instructional leader of the 1980s focused his/her attention on the technical 

instructional activities of the school. This close supervision of teachers in their 

classrooms with attention on classroom curriculum and instructional delivery models 
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were referred to as first-order changes (Leithwood & Montgomery, 1986; Smith & 

Andrews, 1989). 

Many researchers began calling for schools to bring about second-order 

changes that would allow the first-order changes in schools to survive (Fullan, 1993; 

Fuhrman, 1993; Miles, 1993). Second-order changes involved building a shared 

vision and group decision-making processes which were to affect the organizational 

culture and give greater meaning to the work people were to do in the school 

(Leithwood, 1992; Sarason, 1990). Leithwood (1994) said, "Second-order changes 

require a form of leadership that is sensitive to organization building: developing 

shared vision, creating productive work cultures, distributing leadership to others, and 

the like" (p. 501). The leadership style required to bring about second-order changes 

increasingly was referred to as transformational leadership (Hallinger, 1992; 

Leithwood, 1992). 

New Skills and Roles for the Principal in the Era of Restructuring 

As the 1990s approached, concern grew as to the effectiveness and practicality 

regarding the model of instructional leadership for principals. The instructional 

leadership model appeared to be incompatible with the growing desire for the 

decentralization of authority, teacher leadership and shared decision making (Cuban, 

1988; Barth, 1990; Hallinger, 1992). 

The change in power relationships at schools between administration, teachers 

and parents was very similar to the change business went through in the early 1980s. 
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These changes included less centralized control, more participative decision making 

and a move from what Ouchi (1981) called Type A organizations to Type Z 

organizations. Type A organizations are characterized by centralized control and 

authority to make top down decisions. Type A organizations maintained a clear 

division of status between workers and managers. In contrast. Type Z organizations 

relied upon strong organizational culture to motivate and guide participatory decision 

making. Leadership in Type Z organizations was facilitative, and, as Leithwood 

(1992) said, "Power is manifested through other people, not over other people" (p. 

9). 

The dynamics of power was a critical element to the restructuring movement 

because it was felt the reforms of the 1980s were not wholly successful because of the 

existing top down power relationships between principals, teachers, parents and staff 

(Sarason, 1990; Sykes, 1990). As the 1990s began, this statement by Clark (1995) 

was characteristic of many school reformers: "The notion of the principal who acts 

as the all-knowing patriarch of the school and who wisely solves all problems is 

passe." 

As has been stated, the principal as the instructional leader was seem as the 

primary source of knowledge and power in the school, but the reform efforts of the 

1990s required that principals become a "transformational" leader who would tap into 

the expertise of teachers and facilitate a shared decision-making process. This 

represented a dramatic shift in the role of the principal (Hallinger, 1992; Prestine, 

1991). Whereas in the effective school movement of the 1980s, principals were 
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expected to develop clear visions for their schools (Murphy, Hallinger & Mesa, 

1985), now in the era of restructuring, principals were not the only or most prominent 

projector of the school's vision (Hallinger, 1992). This vision was to be a process of 

joint, synergistic effort by a variety of stakeholders in the school community (Conley, 

1991). 

In the political and societal climate of the 1990s, schools were being asked to 

measure their success based on community satisfaction and student outcomes as 

opposed to centrally imposed rules and regulations (Guthrie, 1990). Consequently, 

principals began spending much more time working with the community to develop 

entrepreneurial relationships and to promote a positive public image. These activities 

were historically outside of the school's purview (Earley & Baker, 1989; Goldring, 

1992). 

The era of school restructuring contributed to a greater sense of expectations 

of accountability by parents regarding decisions made by school administrators. In 

this environment of school choice and customer satisfaction, principals were spending 

more time with parents justifying school decisions with parents who were not involved 

in any distinct school organizations or council (Earley, Baker, Weindling, 1990; 

Hallinger, Hausman, 1993). 

The policy environment of the 1990s became complex and turbulent. The rate 

of change was often overwhelming (Murphy, 1994). The job expectations of 

principals changed dramatically, and required new skills of school leaders (Murphy & 

Hallinger, 1992; Earley et al, 1990). The new reforms of the 1990s contributed to a 
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sense of confusion and anxiety among principals as to what their new roles were to be 

(Prestine, 1991). The bulk of principals did not have a clear understanding of what it 

meant to be a restructured, site based school managed by shared decision making 

(Alexander, 1992; Guthrie, 1992). As Hallinger and Hausman (1993) said. 

The increased involvement of teachers and parents in decision making, 

escalating pressures to sell the school, and the perceived threats to the program 

he had helped build . . . created a very different context for principal 

leadership than he was accustomed to; one in which he was clearly 

uncomfortable, (p. 129) 

A source of frustration for many principals was that just when they were 

becoming comfortable with their role as an instructional leader, they were being 

pushed to become a transformational leader, a role which many viewed as fiizzy at 

best (Guthrie, 1992). In addition, principals felt that they were getting mixed 

messages. On one hand, central authorities were calling for local control while at the 

same time demanding top down curriculum assessments (Murphy, 1994). Moreover, 

coupled with the principal's vague understanding of their role in transformational 

change and the restnicmring of schools, they clearly understood that ultimately the 

principal was to bear the responsibility for the decisions made at their school. This 

has been a formidable hurdle for principals in their efforts to restructure (Hallinger, 

Murphy, & Hausman, 1992). Weiss, Cambone, and Wyeth (1992) addressed this 

quandary: 
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An administrator in one of our schools highlighted a key dilemma. He said 

that the participatory body can make the decisions, but if the decisions do not 

work they are not the ones held accountable; when the central office evaluates, 

it is 'the principal's butt that's in a sling.' Officially and legally, the principal 

is accountable, (p. 364) 

Leithwood (1994) and Yukl (1989) admitted that the effort to restructure was 

somewhat vague and had contributed to uncertainty in the role of the principal. 

However, they also asserted that the principal's bureaucratic control methods of the 

past were inadequate to create the effective schools needed for today. Murphy and 

Hallinger (1992) summarized this role change as affecting two general areas: 

1. Principals are being asked to be more open and democratic in site decision 

making. 

2. Principals are being asked to develop relationships with entities outside of 

the school. 

Transactional Leadership 

The call for principals to move from leadership behaviors which relied on 

bureaucratic positional power to a style of leadership which focuses on collective 

vision and culture building is also called moving from transactional leadership to 

transformational leadership. Researchers were saying that if the reform effons of the 

1990s are going to succeed, principals must change from transactional leadership 
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behaviors to transformational leadership behaviors (Hallinger, 1992; Murphy & 

Hallinger, 1992; Barth, 1990; Leithwood, 1992). 

Bums (1978), in his study of political leaders, identified and contrasted two 

styles of leadership - transactional and transformational. He described most 

leadership as it occurs as transactional. According to Bums, transactional leadership 

involved a "swap of goods" (p. 19). The transactional leader seeks to give the 

follower something they desire in exchange for labor or loyalty to the leader. In 

Bums' words (1978) "Leaders approach followers with an eye to exchanging one 

thing for another; jobs for votes, or subsidies for campaign contributions" (p. 4). 

Whereas Bums admitted that transactional leadership could achieve short term 

objectives, he believed that in the long run it was ineffective because it did not 

motivate the follower to achieve after the tangible rewards were gone. The leader 

and led were not bound by a transcendent cause - "The bargainers have no enduring 

purpose that holds them together; hence they may go their separate ways. A 

leadership act took place, but it was not one that binds leader and follower together in 

a mumal and continuing pursuit of a higher purpose" (Bums, 1978 p. 19). Bums was 

critical of modem management training which focused on transactional behaviors that 

taught students to "manipulate rather than lead" (p. 446). 

Followers Versus Subordinates 

Sergiovanni (1991) spoke of leadership which created either "followers" or 

"subordinates" (p. 136). Followers are those people in the organization who are 
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motivated by a compelling vision and a deep desire to accomplish that vision. 

Subordinates, on the other hand, are those that are motivated by human authority. 

They do the job and little more. As Sergiovamii (1991) states, "Subordinates are not 

committed to causes, values, or ideas, but respond instead to authority in the form of 

rules, regulations, expectations of their supervisors, and other management 

requirements. This is a crucial distinction. Subordinates respond to authority; 

followers respond to ideas" (p. 136). 

It is clear from Bums' description of leadership that the subordinates' rather 

valueless response is the fruit of a transactional approach to leadership that does not 

bind leader and led with the "enduring purpose" of which Bums speaks. Moreover, 

the motivation of the follower and his commitment to ideas and ideals is a result of 

transformational leadership (Sergiovanni, 1991; Bums, 1978; Leithwood, 1994). 

Transformational Leadership 

Bums (1978) in his study of political leaders wrote extensively on a type of 

leadership he referred to as "transforming" leadership. Bums believed transforming 

leadership had not been studied primarily because it was harder to understand. He 

maintained transforming leadership was more powerful and lasting in its effect on 

people and organizations. Bass (1981) was greatly influenced by Bums and agreed 

that most of the past research on leadership had focused on easily observed and 

somewhat superficial leadership behaviors. This statement by Bass (1981) reflects his 

desire to see the smdy of leadership move to a more transcendent and meaningful 
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level. "We need to overcome the parochialism that has characterized the empirical 

leadership research, which has been focused on the easier to study transactional 

leadership" (p. 611). 

Over a decade later, Thomas Sergiovanni (1992) voiced a similar sentiment 

saying that literature on educational administration had been sterile and purely 

descriptive of behaviors, studying only the surface of what leaders did and ignoring 

why they did them. 

The transforming leader recognizes and awakens a higher need in a follower, a 

need which is dormant within them (Bums, 1978; Bass, 1981; Murphy, 1993). The 

satisfaction of these "higher needs," as Bums describes them, causes a relationship to 

develop between leader and led which "raises one another to higher levels of 

motivation and morality . . . and this has a transforming effect on both" (p. 20). A 

primary objective of the transformational leader is to "lift followers into their better 

selves" (p. 462). 

The transformational leader is keenly aware of his or her own passions for 

achieving an organizational objective. As Bohnan and Deal (1995) said, "The heart 

of leadership lies in the hearts of leaders" (p. 15). The objective of the transforming 

leader is to awaken this passion in the minds and hearts of the followers. Thus 

changing, or transforming, them to passionately carry out the mission of the 

organization (Covey, 1990; Murphy, 1993). The power and effectiveness of the 

transformational leader as Bennis (1984) describes it, "is the ability of the leader to 
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reach into the souls of others in a fashion which raises human consciousness, builds 

meanings, and inspires human intent" (p. 70). 

Whereas, transactional leadership behaviors include an exchange of extrinsic 

elements which lead to a superficial and short lived motivation in the follower, the 

transformational leader facilitates an intrinsic exchange of beliefs, norms, and values 

which carries a moral quality that continues to motivate even after the creative leader 

has gone (Bums, 1978; Etzioni, 1988; Sergiovanni, 1990). 

The Creation of Followership 

Bums (1978) believed leadership studies had failed because they had been 

separated from the studies of followers. The smdy of transformational leadership is 

intimately tied to the study of followership in the organization. The quality of 

followership is an effective measurement of the quality of transforming leadership 

(Bums, 1978; Sergiovanni, 1991; Kelly, 1988). 

Effective followers are those who think for themselves and are guided by 

organizational norms and values. They care about what they are doing because they 

believe there is meaning to their work. They align their behavior with the values of 

the organization and do not require close supervision (Bums, 1978; Kelly, 1988; 

Covey, 1989; Sergiovanni, 1991; Gardner, 1995). Actually, good followers are 

following the example of the transformational leader who, in essence, becomes the 

head follower of the ideas and ideals of the organization (Covey, 1989; Dmcker, 

1967; Sergiovanni, 1991). Sergiovanni (1991) describes this phenomenon, "Purposes, 



46 

values and commitments are at the apex of leadership and principals, teachers, 

parents, and students follow" (p. 136). 

The effective follower is empowered with the freedom to make decisions in his 

or her work. However, this is not empowerment to do whatever one pleases. 

Empowerment involves a sense of duty to act in a way which strengthens and 

supports the shared values of the organization (Sergiovanni, 1991). 

The following quote by Thomas Sergiovaimi (1991) effectively summarizes the 

relationship between the leader, shared values, and the follower: 

The principal as a minister is one who is devoted to a cause, mission, or set of 

ideas and accepts the duty and obligation to serve this cause. Ultimately, her 

or his success is known by the quality of the followership that emerges in the 

school. The quality of the followership is a barometer that indicates the extent 

to which moral authority has replaced bureaucratic. When moral authority 

drives leadership practice, the principal is at the same time a leader of leaders, 

follower of ideas, minister of values, and servant to the followership. (p. 143) 

The preceding sections described the conditions that lead to the era of school 

restrucmring and an overview of the type of leadership that was needed in this new 

period. 

The following sections will describe how researchers believe transformational 

leadership fits with the role of the principal. 
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The Transformational Principal 

The principalship of the 1990s is moving away from the bureaucratic model of 

the industrial age (Bolin, 1989; Beck & Murphy, 1993). The bureaucratic model 

required that people follow leaders because of their position, thus relying on rules, 

mandates, and regulations (Sergiovanni, 1992). 

School leaders are being called to become transformational leaders because it 

has been found that this kind of leadership behavior contributes to positive teacher 

attimdes toward change, a greater desire for instructional improvement and an 

increase of learning by all stakeholders in the school community (Leithwood & Jontzi, 

1991; Leithwood, 1994). 

As Sergiovanni (1992) has said, past motivational strategies relied on the rule, 

"what gets rewarded gets done" (p. 27). However, it has been found that extrinsic 

rewards do not help to motivate people over the long term (Deci & Ryan, 1985). The 

transformational leader is being called to move away from extrinsic motivational 

devices and to apply these new maxims of motivation: "What is rewarding gets done 

and what is good gets done" (Sergiovanni, 1992, p. 27). The source of motivation of 

these latter tenets is intrinsic. People follow because of their sense of shared values 

and interdependence (Sergiovanni, 1992). 

A major objective of the transformational principal is to infuse a compelling 

sense of purpose into daily school activities. On the surface, the transformational 

leader may look very similar to the transactional leader, the difference is that the 

transformational leader has coupled meaning with ordinary work activities 
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(Leithwood, 1994). Victor Frank! (1959) in his study of World War II concentration 

camp survivors stated that, "striving to find a meaning in one's life is the primary 

motivational force in man." The transformational principal is keenly aware of this 

factor and uses it to create what Sergiovanni (1991) calls "a binding and solenrn 

agreement" (p. 135) as an intrinsic source of motivation among the stakeholders in 

the school. 

Facilitator of Vision 

The ability to have and communicate a compelling organizational vision is the 

linchpin of effective transformational leadership. Mary Parker Follett (1941) 

described this dominant characteristic of transformational leadership: 

The most successful leader of all is one who sees another picmre not yet 

acmalized. He sees the things which belong in his present picmre but which 

are not yet there. . . . Above all, he should make his coworkers see that it is 

not his purpose which is to be achieved, but a common purpose, bom of the 

desires and the activities of the group, (as cited in Bennis & Nanus, 1985, p. 

139) 

The transformational principal must believe that an idealized vision is possible 

to achieve and become the keeper of the vision flame (Sashkin, 1988; Prestine, 1994). 

This vision provides the glue for what Peters and Waterman (1982) call the 

"loose-tight" culmral configuration. Stakeholders tightly adhere to the shared vision 

while being loose to exercise individual autonomy to achieve the shared vision. 



49 

Key to the transformational principal's success is his or her ability to 

articulately verbalize the vision (Bennis, 1989; Bull, 1992; Rosenblum, Louis, & 

Rossmiller, 1994). In addition, the principal must consistently model behaviors that 

reflect the vision and become what Sergiovaimi (1992, pg. 72) calls the "head 

follower" (Leithwood, 1992; Conley, 1991; Kirby, Paradise, & King, 1992). 

Marshall Sashkin (1988) outlined three major aspects to visionary leadership: 

(1) The principal must construct the vision creating the ideal image of the school and 

its culmre; (2) The principal must implement the vision through actions, such as 

stories, ceremonies, and rituals; and (3) The principal must implement the vision 

through personal practices of integrity which honestly reflect and consistently 

reinforce the shared vision. 

Victor Frankl (1959) spoke of the need for an individual to hold positive hope 

for the future. It is not difficult to draw a correlation between the following statement 

and the need for an optimistically idealized school vision. "The prisoner who had lost 

faith in the fumre - his fumre - was doomed. With his loss of belief in the fumre, he 

also lost his spirimal hold; he let himself decline and become subject to mental and 

physical decay" (p. 117). 

Facilitator of Shared Decision Making 

The transformational principal is characterized by his or her ability to develop 

a collaborative school culture where shared decision making is the norm (Leithwood, 
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1992). Collaborative school cultures contribute significantly to organizational 

effectiveness and job satisfaction (Rosenholtz, 1989; a'Campo, 1993). 

The facilitating transformational principal will work to surface conflict rather 

than suppressing it (Conley & Goldman, 1994). Once problems are surfaced, the 

principal will seek a wide range of perspectives to reach the best solution. They 

remain calm, actively listening to differing points of view which they believe will lead 

to effective decisions (Leithwood & Steinbach, 1991). This process involves leading 

from the center as a facilitator and a consult instead of from the top of the 

organizational pyramid (Bredeson, 1991; Chapman, 1990). 

Leithwood (1992) found that transformational principals are continuously 

trying to do the following things: (1) Help staff members develop and maintain a 

collaborative and professional school culmre, (2) Help to develop effective shared 

decision making and problem solving and (3) Foster the development of teachers' 

skills. 

Developer of Teacher Leadership 

During the 1980s, the principal was to be the primary instructional leader, 

however, the new transformational role of the principal is to be a leader of leaders 

and developer of teachers as instructional experts in the school (Kirby, Paradise & 

King, 1992; Hallinger & Hausman, 1993; Barth 1988). 

An important aspect of the restructuring movement is for school to be seen as 

learning communities (Barth, 1990; Sergiovanni, 1992). Parents, teachers. 
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administrator, and students are viewed as active learners in this new school paradigm. 

As Sarason said, "Schools should exist coequally for the development of students and 

educational personnel" (p. 145). 

In this new environment, the principal must become the head learner and 

proponent of professional development (Hallinger, 1992; Fullan, 1991; Barth 1990). 

Additionally, the principal becomes the source of resources and knowledge 

such as budgeting information, school policies, and insights into the larger educational 

picture. The transformational principal becomes the head facilitator of teacher 

development and teacher leadership (Murphy, 1994; Leithwood, 1991). 

Builder of Culture and Conununitv 

Differences in school culture have been found to affect student learning and 

teacher productivity (Deal, 1985; Johnston, 1987; Rosenholtz, 1989; a'Campo, 1993). 

Consequently, the transformational principal has the vital role of cultivating a 

cooperative and professional culture among the stakeholders of the school community 

(Prestine, 1991; Leithwood, 1992; Conley, 1991). School culture is a shared set of 

norms, values, beliefs and assumptions about how the vision of the school is to be 

collectively accomplished (Schein, 1990; Deal, 1985; Lane, 1992). Sergiovanni 

(1991) describes the role of school culmre as this: 

Culture governs what is of worth for the group and how members should 

think, feel and behave. The 'smff of culture includes a school's customs and 

traditions, historical accounts, stated and unstated understandings, habits. 



52 

norms and expectations, common meanings, and shared assimiptions. The 

more understood, accepted, and cohesive the culmre of a school, the better 

able it is to move in concert toward ideals it holds and objectives it wishes to 

pursue, (p. 105) 

The development and maintenance of productive culture is such a critical 

element of school leadership that when programs or behaviors are not congruent with 

the organizational values, the school leader has a duty to express what Sergiovanni 

(1991) calls "outrage" (p. 140) at the inconsistency. 

This quote by Thomas Sergiovanni (1991) provides an appropriate conclusion 

to this overview of the principal as a transformational leader. In it he describes the 

ultimate goal of this style of principal leadership; "This kind of leadership can 

transform schools into communities and inspire the kind of conmiitment, devotion, 

and service that will make our school unequaled among society's institutions" (p. 16). 

The previous sections described how transformational leadership would affect 

principal leadership in the areas of establishing purpose, vision, shared decision 

making, teacher leadership and school culture. 

The following section will describe the leadership qualities for principals as 

articulated by The National Policy Board of Educational Administration. 

National Policy Board of Educational Administration Leadership 

The National Policy Board of Educational Administration developed an 

extensive handbook describing what they consider to be important elements of a 
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principal's academic knowledge and practical skill base. It is titled Principals of Our 

Changing Schools: Knowledge and Skill Base (1993). In the preface of this work, 

Scott D. Thomson acknowledges that knowledge and skill provide the platform for 

effective practice, but that a gap exists between the clinical knowledge of school 

administration and the applied skill of the practitioner. Moreover, Thomson asserts 

that the field of educational administration has found it difficult to develop a 

knowledge base for the practice of school leadership. The goal of this handbook is to 

address the gap between classroom educational administration academic knowledge 

and the reality of applied, skillful practice (Thomson, 1992). 

Principals of Our Changing Schools: Knowledge and Skill Base (1993), 

addresses 21 domains of principal behaviors. This review will include the first 

domain which is titled "Leadership." 

In this handbook the leadership domain identifies three major tasks for the 

effective principal: (1) Shape school culture and values, (2) Develop a shared 

strategic vision, and (3) Formulate school improvement efforts. The following is a 

closer examination of these three critical behaviors. 

Shaping School Culture and Values 

The National Policy Board handbook gives the following characteristics as 

necessary for the effective principal to shape school culture and values: 
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Well Developed Educational Philosophy - The effective principal views an 

educated person as one who is self motivated to leam information that he or she can 

apply to meaningful problem solving. 

High Expectations - Effective principals have high expectations for both 

smdents and staff and communicate these expectations within and outside of the 

school. 

Understanding School Culture - Effective principals understand that all schools 

have culmres that have developed over time. These cultures will include elements 

that contribute to both effectiveness and ineffectiveness. The principal will seek to 

understand the existing school culture by speaking with smdents, teachers, parents and 

other members of the community. In addition, the principal will examine records and 

traditions to determine the values that are guiding decisions made at the school. 

Facilitating Shared Understanding of Culture and Values - Effective principals 

work to build a consensus among staff regarding the dominant beliefs and values of 

the school. During this process, it is important that the principal expresses his or her 

beliefs and values to determine if they align with the staffs. Once the principal 

ascertains the espoused beliefs and values, he or she must evaluate whether they are 

congruent with what is acmally happening in the school. 

Reflecting Culture in Personal Behavior - Effective school principals act in a 

way that is consistent with the beliefs they espouse. They must constantly "walk their 

talk" in their behaviors and speech. These principal behaviors will draw attention to 
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school priorities. Moreover, in times of stress and crises, the principal behaviors 

must be congruent with his or her spoken values. 

Communicating Values in Symbolic Ways - The effective principal looks for 

ways to symbolically communicate values using stories, ceremonies, and rituals. 

They encourage others in the organization to do the same. Metaphors which 

communicate the shared values of the school are used frequently by the principal. 

Aligning Reward Systems with Values - Who is rewarded in an organization 

and what they are rewarded for is a significant indicator of what is valued in a school. 

The effective principal ensures that individuals are rewarded for displaying important 

shared values of the organization. 

Selection and Socialization of Staff - The effective principal, when selecting 

staff members, sees that these potential members have philosophies and values that 

will mesh with the organizational values. Principals do this by checking on past work 

history, references, and analyzing answers to interview questions. In addition, once 

new staff is hired, the principal ensures they are socialized to the norms of the 

organization and are mentored by skilled and experienced staff. 

In summation of the principal's role in shaping school culture and values, the 

National Policy Board handbook lists the following effective and ineffective principal 

behaviors in shaping school culture and values: 

Effective behaviors of principals include; 

Gaining staff consensus on beliefs to guide decision making 

within the school. 
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Communicating the belief that all teachers and students have the 

potential to achieve. 

Holding celebrations to show appreciation for teachers. 

Developing student recognition awards. 

Asking for staff feedback on whether or not decisions are 

congruent with school values. 

Ineffective behaviors of principals include: 

Communicating varying values and attitudes to different groups 

of constiments. 

Not being visible to staff, (pp. 1-8 & 1-9) 

Developing Shared Strategic Vision 

The National Policy Board handbook describes the following characteristics 

necessary for the effective principal to develop a shared vision: 

Future Orientation - Effective principals look forward to how the future is 

taking shape by staying current on educational issues and trends. They read journals 

and attend conferences to determine what experts are saying about changes in 

demographics, technology, instruction, etc. 

Personal Sense of Vision - Effective principals have a personal vision of what 

their school can be and achieve. They use knowledge, experience, and intuition to 

guide and shape their vision. 
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Understanding the Vision of Others - The principal must encourage others to 

express their vision for the school. Moreover, he or she must take these desires and 

incorporate them into the overall vision of the school. 

Facilitating the Vision Building Process - The effective principal must 

facilitate a process which allows stakeholders in the school - parents, teachers, and 

students, to express their hopes and dreams for the school. Success of this endeavor 

requires the establishment of a non-threatening forum. 

Conflict Management - Effective principals do not avoid conflict, but rather 

work to bring conflict to the surface where it can be examined openly and discussed 

directly. The principal then facilitates a consensus on solutions which are the result 

of collaborative problem solving. 

Maintaining Support for the Vision - Through newsletters, speeches, and 

informal contact, the principal continuously communicates the vision to teachers, 

parents, smdents and other members of the community. The principal gives meaning 

to the vision and articulates the benefits to be gained through allegiance to the vision. 

As a summation of the principal's role in developing a shared strategic vision, 

the National Policy Board handbook lists the following effective and ineffective 

principal behaviors: 

Effective behaviors of principals include: 

Reading professional publications to keep abreast of new ideas 

and trends. 

Seeking parent involvement in developing a strategic vision. 
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Sharing the school vision with others through the school's 

publications. 

When meeting new staff members, asking what their hopes for 

the future are. 

Ineffective behaviors of principals include: 

Showing a great deal of anxiety when staff members disagree. 

Allowing staff to develop a vision for the school without 

providing much input, (pp. 1-10) 

Formulating Improvement Efforts 

The National Policy Board handbook provides the following characteristics 

necessary for the effective principal in formulating improvement efforts; 

Organizational Goal Setting - Effective principals must be able to lead a goal 

setting process where improvement needs are identified and action is initiated. 

Principals must ensure that goals are specific, achievable, and measurable. They 

should be prioritized and communicated to the entire school community. Individuals 

should be given responsibility to carry out action steps toward goal achievement. 

Fostering Innovations - Effective principals establish a culture where 

innovation and creative problem solving are encouraged. They are not afraid to take 

risks and they encourage risk taking in their faculties. They examine school policies 

and practices to ensure that they do not inhibit innovation. 
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Managing Transitions - Using various management practices and interpersonal 

skills, the effective principal guides individuals and organizations through change. 

They identify and remove roadblocks to change and place key people in positions to 

implement the change. 

Systems Thinking - Effective principals are aware that schools are composed of 

many interrelated systems. As individual systems change, they may affect other 

systems. Principals look for underlying problems that may influence systems and 

refrain from merely addressing the symptoms of a problem. 

As a summation of the principal's role in formulating improvement efforts, the 

National Policy Board handbook lists the following effective and ineffective principal 

behaviors; 

Effective behaviors of principals include: 

Overseeing an annual process for selling personal, project, 

department, and school goals. 

Articulating how change in one aspect of a school's program 

affect other school activities. 

Challenging the staff to work consistently toward identified 

outcomes. 

Encouraging teachers to come up with new ideas for curricular 

improvement. 

Seeking additional resources from the district and elsewhere to 

carry out improvement plans. 
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Monitoring progress and recognizing key players. 

Developing and nurturing the leadership capabilities of others. 

Ineffective behaviors of principals include: 

Ignoring new district-level initiatives in setting school goals. 

Allowing staff to formulate goals that are vague and for which 

no one has defined responsibilities" (p. 1-11). 

Leadership Performance Standards 

The National Policy Board for Educational Administration handbook. 

Principals for Our Changing School: Knowledge and Skill Base (1993), concludes 

with nine performance standards in which the effective principal should be competent. 

They are 

1. Articulate a personal vision for their school and a well developed 

educational philosophy and set high standards for themselves and others. 

2. Gain insights into a school's culture and school members' personal hopes 

and dreams. 

3. Apply knowledge of socioeconomic and educational trends, innovations and 

new paradigms to schools and assess how each might affect schools in the future. 

4. Influence and strengthen school culture by modeling core values 

communicating values in symbolic ways, aligning reward systems with values, and 

selecting and socializing new members. 
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5. Facilitate direction setting processes within schools that require a high 

degree of member participation (e.g., assessing current school culture and values, 

building a school vision, developing organizational goals and strategies). 

6. View their schools as a series of systems, as well as a system within a 

larger system (e.g., the school district or community). 

7. Foster innovation within their schools. 

8. Facilitate the development of school improvement efforts. 

9. Utilize the leadership skills of staff and students to plan and implement the 

change process. 

This section has provided an overview of the leadership domain as presented 

by The National Policy Board of Educational Administration. It included the 

principal's role in: shaping school culmre, developing a strategic vision, and 

formulating school improvement efforts. 

The following section will present criticisms of past educational administration 

graduate programs and what researchers have said should be done to reform these 

programs. 

Educational Administration Pre-Service Training 

In 1985, Peterson and Finn wrote an article which listed many criticisms of the 

way school leaders were being prepared in universities throughout the country. They 

described the education and certification process of this field as "Erratic, often times 

mediocre, and in some cases even dysfunctional" (p. 42). They joined a growing 
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group critical of graduate programs instituted to prepare school principals (Murphy, 

1992). 

Critics claimed that educational administration programs have never reached 

any internal agreement on a body of knowledge or set of skills that school leaders 

should possess (Peterson &. Finn, 1985). "The issue is not, however, whether this list 

or that list is superior. It is, rather, that today no set of competencies, experiences, 

and knowledge is commonly accepted as the core of any well designed program of 

graduate smdy for fiiture school administrators" (Peterson & Finn, 1985, p.55). This 

lack of consensus has contributed to what Murphy, Hull and Walker (1987, p. 341) 

call "academic drift and curricular debris." 

Critics also have noted the fact that the education profession was reluctant to 

enforce any standards which could be measured by a "bar" exam or "national board" 

and that administrators were admitted to professional education organizations simply 

by paying the dues (Peterson & Finn, 1985). Moreover, Sykes and Ehnore (1989) 

stated, "Administrator training appears to be unusually 'weak treatment' relative to 

professional preparation in other fields" (p. 80). 

Surveys of school administrators have indicated that university educational 

administration programs are easy, boring, and of little use (Peterson & Finn, 1985). 

In addition, programs were criticized as being disconnected, with no logical or 

consistent scope or sequence, lacking meaning and purpose (Cooper & Boyd, 1987). 

Equally dismrbing to these detractors of educational administration graduate 

programs was their perception that professors in the field seemed unwilling to address 
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this issue (Goldhammer 1983, Griffiths, 1988). Frustration with the state of 

educational administration programs is expressed by Griffiths (1988): 

Probably more school administrators fail because of poor skills than any other 

single reason, yet program and faculty in educational administration fail to do 

anything about it. It's as though a baseball team in spring training gave the 

players books to read and lectures on the theory of baseball and did not have 

the player practice hitting and fielding. Administrators have to 

perform, and in order to perform well they must have the basic skills 

of administration, (as cited in Murphy, 1992, p. 91) 

Pre-service educational administration programs are seen as irrelevant and 

disconnected to the real practice of school administration, becoming a series of hoops 

one must jump through on the journey to certification (Mulkeen & Cooper, 1989: 

Sergiovarmi, 1989). 

One glaring example of the lack of practical training is in the area of oral 

skills. Whereas all administrators know the importance verbal skills play in 

successful school administration, they are virtually ignored in pre-service education 

(Bridges, 1977; Kowaiski, Reitzug, McDaniel, & Otto, 1992). 

Critics of educational administration programs claim that universities have 

separated the problems of school administration from the problems of education and 

have created principals who are ill-equipped to be educational leaders. Principals 

have become spectators on the sidelines of their own schools due to their lack of 

understanding of die teaching and learning process (Greenfield, 1988). 
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Currently there is a lack of consensus as to what should be the core curriculum 

of an educational administration graduate program (Anson, 1992). However, this 

may be largely because, as Murphy and Lx)uis said (1994): "The complexity of the 

role defies a simple list of imperatives" (p.279). Kimbrough and Burkett (1990) 

concurred with Murphy and Louis when they stated "the skills needed by an effective 

school principal are so extensive and diverse they almost defy any attempt to list 

them" (p. 16). However, the identification of effective leadership practices in 

essential to the creation of successful educational leadership programs (Clark & 

Clark, 1996). 

The National Center for School Leadership 

The U.S. Department of Education's Office of Educational Research and 

Improvement gave $500,000 a year for five years to the University of Illinois at 

Urbana-Champaign to create a National Center which would swdy school 

administration. The National Center's approach was different from past educational 

administration programs which focused on the personal characteristics and attimdes of 

leaders. Instead they focused on leaders' abilities to shape the culture and climate of 

a school, and in aim, positively affect smdent achievement (Tucker-Ladd, Merchant, 

& Thurston, 1992). The National Center presented four postulates which embodied 

the core values of the organization. 
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1. Leaders for change are transformational in nature, engaging in a 

relationship with followers that inspires them to accept and accomplish values-driven, 

higher level goals beyond their own self-interest. 

2. Leaders for change use collaborative, inclusive structures in the decision 

malcing processes related to school improvement. 

3. Leaders for change believe that school needs and the answers to those 

needs are defined by the school's context. 

4. Leaders for change evaluate the effects of improvement efforts in terms of 

a variety of student outcomes. (Tucker-Ladd, Merchant, Thurston, 1992, p. 402) 

The National Center created workshops around these four postulates in an 

effort to translate theory into successftil practice. 

The National Center's four postulates are congruent with current research on 

effective school leadership. Postulate one calls for transformational, values-driven 

leadership (Barnard, 1938; Clark & Clark, 1997; Hallinger, 1992; Leithwood, 1994; 

Sergiovanni, 1992). Posmlate two calls for collaborative and shared decision making 

(Clark & Clark, 1997; Murphy, 1994; Leithwood, 1992; Barth, 1990; a'Campo, 

1993). Posmlate three calls for local control and site-based decision making (Murphy 

& Hallinger, 1992; Hallinger & Hausman, 1993; Barth 1990). Posmlate four calls 

for the evaluation of programs using a variety of success indicators (Deal, 1985; 

Deal, 1990; Sergiovanni, 1992; Barth, 1990). 
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Reform of Educational Administration Graduate Programs 

In the early 1990s, many researchers began to call for reform in educational 

administration graduate programs. A major theme of this reform was a call to 

eliminate the separation of administrative theory from the realities of administrative 

practice (Murphy, 1992). These reformers sought to do more than transmit a body of 

knowledge to smdents. They hoped to create a program which as based more on 

outcome of a project and mastery of issues as opposed to using seat time in a 

classroom to measure professional development. For example, authentic assessments 

such as a video taped session of a student leading a meeting was seen as more 

valuable than a written exam on leading meetings (Murphy, 1992). 

In these reformed programs, administration teams or cohorts of students were 

to be working cooperatively in learning communities as they tackled relevant 

educational issues (Murphy, 1992; Achilles, Brubaker, Snyder, 1990). 

Moreover, the role of the professor was to change. Instead of being the fount 

of knowledge, professors were to be facilitators and coaches who guided and managed 

smdents in their learning. Students were to become responsible for their own learning 

and the producers of their knowledge (Murphy, 1992; Bridges & Hallinger, 1991). 

Murphy (1992) said restrucmred educational administration programs should 

be "characterized by authenticity, complexity, and inlerrelatedness" (p. 147). He 

proposed seven guidelines to steer the restrucmring process: 

1. The program should be designed to help students develop the capacity 

to learn (as opposed to accumulating information). 
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2. The program should feamre multisource, interrelated content (as 

opposed to a single source, multidisciplinary approach). 

3. The curriculum should be constructed "out of generative topics" 

(Perkins, 1991, p. 6), "essential questions" (Wasley, 1991, p. 42), or 

around authentic problems of practice (as opposed to being based on 

roles or academic disciplines). 

4. The emphasis should be on depth of experiences (as opposed to content 

coverage). 

5. The program should use original source documents (as opposed to 

textbooks). 

6. The program should feature a single core curriculum (as opposed to 

specialized programs). 

7. Professor choice is a key to developing good curricular experiences (as 

opposed to prescribed learning sequences) (p.47). 

Administration as a Moral Act 

In the past, education was viewed as a moral activity (Tyack & Hansot, 1982; 

Beck & Murphy, 1993). However, in recent decades this dimension has been ignored 

and characterized by programs which focused "upon the personality traits of 

administrators - upon the mere characteristics of administrators rather than upon their 

character" (Greenfield, 1988, p. 137). This perspective has left administrators 

unprepared to meet the ethical and value laden challenges of modem school problems 
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(Sergiovanni, 1992). Consequently, reformers of educational administration programs 

emphasize the need to give their smdents a set of explicit values and beliefs to guide 

decision making (Clark & Clark, 1997; Sergiovanni, 1989; Sergiovanni, 1992; 

Murphy, 1992; Beck & Murphy, 1993; Greenfield, 1988). 

Murphy (1992) asserts that current educational administration programs are 

lacking the following two elements: (1) A vision of what pre-service educational 

administration programs should be and (2) A solid knowledge base for educational 

administration programs. Murphy (1992) continues by saying that we need to ask 

ourselves what we want school administrators to be and from that vision establish the 

goals of pre-service education. He suggests four general goals for administrative 

preparation programs: 

1. Help students articulate an explicit set of values and beliefs to guide 

their actions - to become moral agents (p. 141). This goal is based on 

the idea that specific knowledge in administrative theory may not be as 

important as the beliefs and values behind the knowledge. 

2. Help students of educational administration become educators. 

Murphy, Hallinger, Lotto and Miller (1987) have said the field of 

educational administration has become a specialized field in the larger 

field of general administration. This trend has alienated it from the 

larger field of education and removed principals from the teaching and 

learning process. It is a call back to the original role as principal 
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teacher and to an understanding of the educational needs of youth 

(Goldhammer, 1983). 

3. Help students of educational administration enhance their skills of 

inquiry. This kind of an orientation would produce students who could 

seek knowledge about problems in the school environment which in 

turn would lead to purposeful action (Copeland, 1989; Bryant, 1988). 

4. Help students of educational administration understand the "human 

condition " (Murphy, 1992, p. 146} in such a way that they deal 

effectively with people. Not treating them as a means to an end, but in 

a way that promotes "cooperative effort, dialogue, and reflection. 

(Murphy, 1992, p. 146) 

As mentioned earlier, researchers have criticized school administration 

graduate programs as lacking congruence between practical skills needed by a 

principal and course content (Murphy & Hallinger, 1987; Murphy & Hallinger, 

1992). To solve this dilemma. Murphy and Hallinger reconmiend that administration 

graduate programs move to a "problem based learning" (p. 86) approach that would 

require smdents to "grapple" (Murphy, 1992, p. 152) with significant and authentic 

educational problems. In this way students would leam not only the content of school 

administration, but also the process. These programs would include real people in 

real life situations that include problem based strategies which increase the depth of 

the students' learning as opposed to merely adding course upon course to his or her 

transcript. 
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Murphy (1992) and Clark and Clark (1997) suggest that this kind of learning 

be shaped by an interdisciplinary team of university professors, principals, 

superintendents, staff developers, etc. Learning activities would integrate theory and 

practical experience. Murphy gives as an example the following activity: 

The Cleveland City Schools are seriously considering 'restructuring' their 

schools. We have been asked by the superintendent to work with her and her 

staff to smdy and develop a plan of operation. Your responsibility is to 

conduct the study and develop the plan. (Murphy, 1992, p. 153) 

This kind of school administration graduate program would not only provide 

meaningful pre-service education, but also increase the problem solving power of 

local school districts. 

Restrucmring of The University of Arizona 

Educational Administration Program 

During the 1992-93 school year, the Educational Administration program at 

The University of Arizona underwent an extensive review by a team of University 

faculty, local school administrators and faculty members from other universities. The 

review found the educational administration program inadequate and led to the closing 

and restructuring of the program (Clark & Clark, 1997). The subsequent 

restrucmring of this program provides a valuable example of how a program can be 

reordered consistent with recent research findings. 
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A collaborative approach to this restructuring was facilitated by the creation of 

a I9-member Educational Leadership Task Force composed of 

urban, rural, and county school superintendents; public and private school 

principals, a school board member, a community college administrator, an 

international scholar, and members of the College of Education faculty, 

administration, and staff. A business leader and the Executive Director of The 

Arizona School Administrators' Association later were added to the task force. 

(Clark & Clark, 1997, pp. 24 -25) 

According to Clark and Clark (1997, pp. 25- 26), this restructuring task force 

was guided by the following questions: 

1. How can we become better at preparing leaders? 

2. What do principals and superintendents need to know? 

3. What skills and attributes must they possess to be successfiil? 

4. What must leadership programs do to assist future leaders in 

developingappropriate theoretical and knowledge bases, skills and 

attributes? 

Consistent with research that calls for educational leadership programs to 

articulate values and beliefs (Murphy, 1992), The University of Arizona task force 

clarified a belief statement and six core beliefs. 

The leadership program should be based on beliefs, convictions, or tenets 

which can be validated by experience or by research. It is important that the 

graduates of this program develop a belief system which will serve as a 
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foundation for their evolving future leadership activities. It is equally 

important that the faculty who prepares future leaders also hold and 

demonstrate these same beliefs. (Clark, 1994, pp. 4-5) 

The six core beliefs include 

1. A belief in the ability of all individuals to leam and change (learning 

community; climate of inquiry). 

2. A belief that all persons in all school organizations have equal value 

(value of people; ethical behavior; loyalty; worth of individuals; 

educability of all individuals; basic consideration of others and their 

needs; equality of opportunity; recognition of good work.). 

3. A belief in the celebration of himian diversity (equity; recognition of 

individual differences in culture, linguistic background, ethnicity, and 

gender; recognition of disabilities). 

4. A belief in the importance of collaborative cultures in schools (use of 

authority; responsibility; success; trust; contributions of individuals to 

goals and tasks). 

5. A belief in democratic principles (egalitarian principles; centrality of 

education in a democratic society; importance of an educated electorate; 

accountability for personal and professional behavior). 

6. A belief that schools can change to better meet the needs of students, 

faculty, parents, and community (accountability; goals of the 
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educational system; commitment to the education profession and its 

improvement). (Clark, 1994, p. 5) 

From the work of the task force for restructuring The University of Arizona 

Educational Administration Program, five components, consistent with research 

regarding transformational leadership, emerged as indicators of an effective 

educational leadership program (Clark & Clark, 1997). 

1. A strong sense of purpose - Successfiil programs have a clear vision 

developed collaboratively with stakeholders which provides a sense of purpose, unity 

and coherence. 

2. A knowledge base drawn from the world of practice - Successful programs 

have direct links with practitioners and includes meaningful and relevant learning 

activities. 

3. Instructional practices that facilitate involvement - Successful programs 

include problem solving, project centered, field based experiences with cohort groups, 

internships, and mentor relationships. 

4. Professioruil learning communities - Successful programs facilitate 

learning communities of smdents and faculty members which work collaboratively 

with school districts to solve real problems and to conduct research. 

5. Selection procedures - Successful programs carefiilly select participants 

who exhibit potential for success. The selection process includes interviews, authentic 

assessments and descriptions of previous leadership experiences. 
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Summary 

This chapter has sought to provide a simimary of (1) current research on 

school leadership, (2) the leadership domains as presented by the National Policy 

Board for Educational Administration, (3) ideas for the reformation of educational 

administration pre-service programs, and (4) a description of The University of 

Arizona restrucmring process and program components. 
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CHAPTER 3 

METHODOLOGY 

This chapter outlines the research methodology used in this study. The 

following sections are included overview, theoretical assumptions, methodology 

rationale, data collection process, and data-analysis process. 

Overview 

This study was conducted using qualitative research methodology to understand 

the perceptions of 12 successful elementary school principals from seven Southern 

Arizona school districts as to what constimtes effective school leadership. These 

principals were identified by their district superintendent or assistant superintendent as 

exemplifying the eight characteristics of successful principals described by Joekel, 

Wendel and Hoke (1994). These perceptions were compared to descriptions of 

effective leadership as they appeared in current literamre, leadership standards 

accepted by the National Policy Board for Educational Administration, and current 

literature on educational administration pre-service reform efforts. Finally, a portrait 

of effective leadership was synthesized from the data collected. 

In-depth interviews with successful elementary principals, lasting between one 

to one and one half hours, were conducted during the months of November and 
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December, 1997. The interviews consisted of open-ended questions regarding: what 

principals considered to be the key elements of effective leadership, their role in 

influencing school culture, the importance of vision, school improvement, 

empowerment, staff motivation, shared decision making, teacher leadership, conflict 

in the organization, meaning and purpose in work, their perceptions of the changing 

nature of the principalship and educational administration pre-service education. 

Data were collected using an audio recording device and written notes by the 

researcher. Data were analyzed throughout this research period using an inductive 

approach. 

Profile of Successful Principals 

Joekel, Wendel and Hoke (1994) conducted a study called Project Success 

which included a survey of 491 principals who had been identified as "outstanding" 

by educational leaders, professional organizations, and universities. They discovered 

eight characteristics common to these principals. 

Dedication: Outstanding principals viewed themselves as dedicated, 

hard-working professional educators and sought to set this example for their faculties. 

Vision: The successfiil principal had a clear vision of what they wanted their 

school to be and worked to project this vision to the staff and community. 

Student Support: The outstanding principal focuses on the child as being the 

total reason for their existence as a principal. They considered themselves to be child 

advocates. 
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High Expectations: The successful principal had high expectations for 

themselves, their staffs, and the students they served. 

Innovation: Exemplary principals saw themselves as risk-takers who enjoyed 

implementing new and imiovative programs and practices. They also encouraged 

risk-taking among their faculties. 

Human Relations: Excellent principals were conscience of nurturing trust and 

respect among all the stakeholders in the school. They were good listeners who 

sought and valued the input of others. 

Professionalism: Successful principals were acmally engaged in improving 

their skills by attending seminars, workshops, and conferences. They regularly read 

professional literature and shared this with their colleagues. 

Values: Strong values such as teamwork, student-centeredness and the dignity 

of the individual guided the actions of the successful principal. 

In NAESP's (National Association of Elementary School Principals) Principals 

for the 21st Century (1990), there were listed the following characteristics of effective 

principals. Effective principals must 

Nurture positive relationships. 

Inspire confidence, trust and respect. 

Have a positive attitude and attractive image. 

Create and maintain a climate for learning. 

Possess human relations skills. 

Be actively involved in all aspects of the school. 



78 

Maintain a visible presence. 

Exhibit instructional leadership. 

Have a vision. 

Have high expectations and standards. 

Help teachers plan and implement strategies that match curriculum to students' 

needs. 

Implement innovations. 

Know how to facilitate change. 

Develop a collegial environment 

Communicate effectively 

Be professional. 

The principals in this study have been identified by their district's 

superintendent or assistant superintendent as displaying the above characteristics of 

excellent professional practice. 

Theoretical Assumptions 

In this study, the qualitative theoretical perspective guided and directed the 

collection, organization, and analysis of data. Consequently, it is vital to understand 

this theory base. 

All qualitative researchers reflect a phenomenological perspective (Bogdan & 

Biklen, 1982). Phenomenological research developed out of the work of Edmund 

Husserl around the turn of the I9th century. The purpose of this research is 
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exploratory and the process is descriptive. The essence of qualitative research is to 

discover the interpretations and meanings informants bring to the research subject. 

The phenomenologist believes people interpret reality differently based on the 

meanings they apply in any given simation (Bogdan & Biklen, 1982; Whalen, 1989). 

Consequently, the qualitative researcher is concerned with the subjective thoughts of 

the informants because it is these thoughts that give meaning to the informants' 

personal lives and it is these thoughts that drive actions. The qualitative researcher 

must understand the subjects from their own point of view (Bogdan & Biklen, 1982). 

Using qualitative measures such as in-depth interviewing, the phenomenologist 

seeks to comprehend, at a personal level, the interpretations, motives, and beliefs that 

drive people's actions. As Taylor and Bogdan (1984) have stated, to the qualitative 

researcher, "The important reality is what people perceive it to be" (p. 2). So it is 

the task of the qualitative researcher to illuminate the dynamic process of the 

informant's interpretation of their reality and see things from their perspective (Taylor 

& Bogdan, 1984). 

Traditional research assumes there is one objective reality; however, 

qualitative research assumes many realities can exist which are affected by the context 

of the simation and personal perceptions. In qualitative inquiry, much less emphasis 

is placed on a preconceived hypothesis. The emphasis is on what meaning the 

informants bring to the smdy. The researcher does not have a detailed set of research 

procedures; the research design is flexible. It is an impressionistic model where the 
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researcher becomes an active participant in the research environment (Bogdan & 

Biklen, 1982; Taylor & Bogdan, 1984; Whalen, 1989). 

Methodology Rationale 

Taylor and Bogdan (1984, pp. 5-8) have listed the following critical attributes 

of the qualitative methodology: 

1. Qualitative research is inductive - Researchers begin their studies with 

vaguely formulated research questions and develop concepts and 

understandings from patterns that emerge from the data. This is in 

contrast to collecting data to test a pre-conceived hypothesis. 

2. In qualitative methodology the researcher looks at settings and people 

holistically; people, settings, or groups are not reduced to variables, 

but are viewed as a whole. - The researcher views people in the context 

of their past experiences and their present setting. 

3. Qualitative researchers are sensitive to their effects on the people they 

study. - Qualitative researchers cannot eliminate the affect they have on 

those they study, but they try to reduce these affects by interacting with 

subjects in a natural, unobtrusive manner. In-depth interviews are 

modeled after normal conversations rather than formal questioning. 

4. Qualitative researchers try to understand people from their own frame 

of reference. - The qualitative researcher seeks to empathize and 
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identify with the people they study, seeking to experience reality as the 

subjects experience it. 

5. The qualitative researcher suspends, or sets aside, his or her own 

beliefs, perspectives, and predispositions. - The qualitative researcher 

seeks to view all things as original, as if it was happening for the first 

time. Consequently, all is subject to inquiry. 

6. For the qualitative researcher, all perspectives are valuable. - The 

qualitative researcher seeks to understand other people's reality and not 

what is supposedly true or moral. People are viewed as equal. The 

views of the uneducated are just as valuable as the educated. 

7. Qualitative methods are humanistic. - The methods we use to study 

people affects the way we see them. When people are reduced to 

statistical equations, we lose sight of the depth of their humanness. 

The qualitative researcher seeks to understand the richness of the 

human being, their concepts of truth, beauty, and the forces that 

motivate them. 

8. Qualitative researchers emphasize validity in their research. - The 

qualitative researcher obtains first hand knowledge of social life 

undistorted by preconceived notions or rating scales. They seek a fit 

between data collected and the reality of what people say and do. 

Qualitative researchers emphasize validity whereas quantitative 

researchers emphasize reliability and replicability in research. 
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9. For the qualitative researcher, all settings and people are worthy of 

study. - Nothing is considered too trivial or insignificant for study. 

10. Qualitative research is a craft. - This form of research is flexible and 

ever-changing. This approach is not standardized or refined. The 

qualitative researcher is encouraged to be his or her own methodologist. 

Guidelines are followed, but the researcher is not a slave to techniques 

or procedures. 

Bogdan and Biklen (1982, pp. 27-29) help to clarify the qualitative research 

method with the following characteristics; 

1. Qualitative research has the natural setting as the direct source of data 

and the researcher is the key instrument. ... To divorce the act, 

word, or gesture from its context is, for the qualitative researcher, to 

lose sight of significance. 

2. Qualitative research is descriptive. - Data are collected in words and 

pictures as opposed to numbers. 

3. Qualitative researchers are concerned with process rather than simply 

with outcomes or products. 

4. Qualitative researchers tend to analyze their data inductively. -

Preconceived assumptions are kept to a minimum. The researcher is 

putting together a puzzle that takes shape as the data are being 

collected. Theories emerge from the "bottom up rather than from the 

top down" (p. 29). 
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5. Meaning is of essential concern to the qualitative approach. -

Researchers are interested in the subject's perspective and how they 

make sense of their lives. 

The qualitative research approach used in this study sought to gain a deeper 

understanding of principals' views of effective leadership. The need for this more 

transcendent view is expressed by Beck and Murphy (1992). "We felt like we 

possessed knowledge but lacked understanding about the principalship. . . . We 

needed an approach to inquiry that was more attuned to the humanities that the 

sciences; one that allowed us to explore belief systems, values, and expectations that 

have undergirded administrative theory and practice" (pp. 387-388). 

In-Depth Interviews 

The researcher used in-depth interviews to gather data. The in-depth interview 

is a well documented and widely accepted practice for gathering qualitative data for 

social science research (Taylor & Bogdan, 1984; Bogdan & Biklen, 1982). 

Through the use of in-depth interviewing, the researcher seeks to discover how 

people think and how they came to these perspectives. The goal is to have the 

informant express their thoughts and perspectives in his or her own words. Because 

of the great detail sought through the in-depth interview, small samples are used 

(Bogdan & Biklen, 1982). 
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In contrast to structured interviews, the in-depth interview for qualitative 

research is flexible, non-structured and open ended. It is similar to conversation 

among equals (Taylor & Bogdan, 1984). 

Since the goal of an in-depth interview is to discover what is important in the 

mind of the informant and to uncover what has meaning to them, the researcher 

should start slowly and establish a comfortable rapport. The qualitative interviewer 

has the task of getting the informant to talk without appearing to heavily structure the 

conversation or being too directive about what should be said. 

Taylor and Bogdan (1984) stated, "The ideal research setting is one in which 

the observer obtains easy access, establishes immediate rapport with informants, and 

gathers data." Because the researcher and informants in this study are elementary 

school principals, the difficulty of gaining access and establishing rapport was greatly 

reduced. 

Data Analysis 

Data analysis in this qualitative smdy was an on-going process. The 

researcher kept track of emerging themes as they appeared in written notes and 

transcripts of audio recordings. The analysis of the data involved a combination of 

the "constant comparative" method and "analytic induction" to develop and verify 

theories and concepts about elementary school leadership (Taylor & Bogdan, 1984; 

Bogdan & Biklen, 1982). To accomplish this, the researcher looked at the data from 

as many perspectives as possible, allowing personal insight and intuition to guide the 
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process. The researcher became very familiar with the data. Taylor and Bogdan 

(1984) suggested the following strategies for data analysis: 

1. Read and re-read the data. 

2. Keep track of themes, hunches, interpretations and ideas. 

3. Look for emerging themes. 

4. Construct typologies. 

5. Develop concepts and theoretical propositions, (pp. 130-131) 

Qualitative researchers analyze and code their own data. Data analysis is a 

"dynamic and creative process" (Taylor & Bogdan, 1984; p. 130). The researcher is 

continually refining and interpreting the data to gain a deeper understanding of the 

research subject and to make sense out of the data. 

In summation, Taylor and Bogdan (1984) describe the data analysis process as 

having three distinct phases. Phase 1 is a process of on-going discovery of 

identifying themes and developing concepts. Phase 2 involves coding data and 

refining the understanding of the research subject. Finally, Phase 3 involves 

understanding the data relative to the context in which it was collected. At this time, 

the researcher seeks a fit between the data and an explanation of social phenomena. 

Data Collection Process 

District superintendents or assistant superintendents responsible for supervising 

and evaluating elementary school principals in their district were contacted by 

telephone and asked if they would allow principals in their district to participate in 
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this dissertation study. In addition, they were asked to identify two successful 

elementary principals who embody the eight characteristics of successful principals as 

described by Joekel, Wendel and Hoke (1994). Informants for this study were 12 

elementary school principals from seven school districts in Southern Arizona. After 

the principals were identified by the district administrator, the researcher contacted 

the principals by telephone and communicated to ±em that he was doing qualitative 

research for a doctoral dissertation which sought to understand the perceptions of 

elementary school principals regarding what constimted effective school leadership. 

The researcher asked if they would be willing to participate in this study. The 

researcher informed the principals that the interviews would be taped; that their 

responses, names, and school district would be kept anonymous, and that the length 

of the interview would be approximately one to one and one-half hours. The 

interviews occurred in the informant principal's office at a time that was most 

convenient to the principal and that caused the least interference with his or her work 

schedule. 

After the initial telephone contact with each participating principal, a follow-up 

letter was sent which included the following information: 

Thank you for participating in the study. 

A reminder of the interview date and time. 

An outline of the purpose of the smdy and some of the major topics on 

leadership that will be discussed. 
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Establishing rapport was critical to the success of gathering valid data in these 

in-depth interviews. Because the researcher is also an elementary school principal, he 

was not seen as an outsider and this facilitated open and honest communication. In 

addition, the researcher shared a common vocabulary which contributed to a better 

understanding of the informants' comments. 

The following series of questions guided these open-ended interviews and 

provided the data for analysis. These questions reflected the dominate themes that 

emerged from the literature review as described in Chapter 2. These themes included 

general paradigms of leadership, school culture, vision, school improvement, 

empowerment, staff motivation, shared decision making, teacher leadership, conflict 

in the organization, meaning and purpose of work, educational administration 

pre-service training, and the changing nature of the principalship. 

In-Depth Interview Questions 

1. Describe how you came to be a principal and how many years have you 

been a principal. 

2. What were your motivations? 

3. What were the circumstances of your appointment? 

4. What administrators have inspired you? Why? 

5. Were you mentored by another administrator? Rationale: The researcher 

wants to put the principal at ease and get them talking about themselves in the context 

of their role as principal. 
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6. What do you believe are the key attributes or descriptors of effective and 

successful school leadership? 

7. In your opinion, is there a difference between a manager and a leader? 

8. Some researchers have said that the changing context of American 

education requires new leadership behaviors, leadership that is different than what 

was effective in the past. What is your perspective on this? Rationale: The 

researcher wants the principal to start talking about leadership in a general, 

open-ended manner. In addition, researchers are saying that the top-down 

bureaucratic leadership of the past will not be effective in the new era of reform. 

9. What role does the "culture" of your school play in its operation? 

10. What words would you like your school community to use when 

describing the culmre of your school? 

11. How do you influence the culture of your school? Can you give me any 

specific examples? Rationale: Current literature on school leadership and the 

National Policy Board standards speak of the importance of the principal's influence 

on the culture of the school. This question will encourage principals to reflect on 

their role as a culture shaper. 

12. Over the last 15 years much has been said of the importance of vision in 

school leadership; what does vision mean to you in your role as principal? 

13. Do you have a written vision? How was the vision developed? 

14. Can you give me specific examples of how you communicate your vision? 

Rationale: Current literature and National Policy Board standards speak of the 
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importance of vision in school leadership. This question will encourage principals to 

reflect on how they use vision in school leadership. 

15. How does a principal improve a school? 

16. Can you give me an example in your principaiship where you acted as an 

agent of change to improve your school? Rationale: The efforts of the principal as 

instructional leader in the effective schools movement and the transformational leader 

of the school restructuring movement requires that the principal be actively seeking 

school improvement. This question encourages principals to reflect on their role in 

school improvement. 

17. The concept of empowerment has been used much in educational circles. 

What does this concept mean to you? 

18. How do you see empowerment most vividly portrayed in your school? 

Rationale: A key element in transformational leadership and the restructuring schools 

is the empowerment of stakeholders in the school community. These questions 

encourage the principal to reflect how empowerment fits in his or her leadership 

practices. 

19. What is it that motivates your staff to carry out your directives and the 

goals of the organization? 

20. How do you motivate your staff? Rationale: Current literature calls for 

school leaders to motivate staff through shared values and ideals as opposed to 

extrinsic rewards or bureaucratic rules. 
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21. How does the concept of shared decision making fit with your views on 

effective leadership? Rationale: Current literature calls for school leaders to facilitate 

shared decision making in the school community. 

22. What is your view of the leadership roles teachers should have in your 

school? Rationale: Current literature calls for principals to develop leadership 

among the teaching staff. 

23. How do you view conflict in your school? Rationale: Current literature 

calls for leaders who will actively surface conflict and mediate problem solving. 

24. Do you think your staff believes their work has meaning and is 

purposeful? If so, why do you think they feel this way? Ratioruile: Current 

literature calls for leaders to instill a strong sense of meaning and purpose in the work 

of school. 

25. Where did you receive your training in educational administration? 

26. How do you feel about the adequacy of this training? 

27. What changes would you recommend to an educational administration 

pre-service program? 

28. What were the strengths and deficiencies of this program? Ratioruile: 

Critics have claimed pre-service programs in educational administration have not kept 

pace with the changing role of the principal. This question encourages principals to 

reflect on their own training, areas that were sufficient and areas that were 

inadequate. 
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29. Have you seen the role of the principal change during the time you have 

served as a principal? Rationale: Current literature speaks of the rapid and 

significant changes in the principal's role in the last 15 years. This question 

encourage principals to reflect on how their job has changed over the years. 

30. Is there anything else that you want to tell me? 

To get rich data from the in-depth interviews, the researcher employed the 

following field work interview techniques as described by Taylor and Bogdan (1984); 

A high quality tape recorder was used to record the entire interview. 

Informants knew m advance that interviews would be recorded, but efforts 

were made to make this device as unobtrusive as possible. 

A written interview log was kept by the researcher to outline and keep track of 

what had been discussed in the interview. The researcher also recorded notes 

on non-verbal expressions of the informant such as body language, facial 

expressions, and voice inflections. In addition, the researcher noted his own 

feelings about what the informant was saying. 

Immediately after the in-depth interview, the researcher kept a post interview 

journal. In this journal the interviewer recorded his reflections on the 

interview, hunches he had about emerging themes and feelings about what was 

said. The researcher was guided by the maxim, "If it wasn't written down, it 

didn't happen." 

The interviewer demonstrated patience and allowed the informants to talk at 

length even though the talk did not seem to relate to the given subject. The 
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interviewer used sympathetic gestures such as nods and eye contact while 

subtlely moving the informant back to relevant issues. 

The researcher conveyed an attimde of non-judgement, empathetically listening 

without contending with the informant about any issue. 

The researcher probed for a deeper understanding on critical issues to allow 

the informant to elaborate on important points. This included asidng the 

informant to give examples which clarified what was said. 

The researcher communicated a sincere interest in what the informant was 

saying, and paid attention to what was said so that probes and questions were 

asked at the right time. 

Data Analysis Process 

Once the data were collected from the in-depth interviews, audio interview 

recordings, interview logs, and post interview journals were transcribed within three 

days of the interview. These data were analyzed using the technique described by 

Taylor and Bogdan (1984): 

1. Develop coding categories - After an initial analysis, the researcher 

generated specific signs or concepts under which to organize the data. This involved 

listing every theme, concept, interpretation, or proposition identified during the 

analysis. A number was assigned to each coding category which facilitated effective 

and efficient data analysis. 
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2. Code all the data - The researcher coded all the data, making sure the 

codes Ht the data. Some data Ht into more than one coding category. 

3. Sort the data into coding categories - The researcher engaged in the manual 

process of cutting up field notes and transcription and placed them into different file 

folders labeled with each category code. The researcher was careful to include the 

context of the data when sorting, i.e., the question that was asked in the interview as 

well as the answer. 

4. Evaluate what data is left out - The researcher analyzed what data had not 

been put into a coding category. This process lead to the development of new coding 

categories; however, no smdy uses all data collected. 

5. Refine the analysis - After coding and sorting the data, the researcher 

compared themes, concepts, and proposition to solidify ideas. Ideas must be founded 

on data, but the qualitative researcher was free to speculate about analogies and 

metaphors that gave meaning to the data (Bogdan & Biklen, 1982). 

During the data analysis stage, the qualitative researcher kept in mind the 

words of Taylor and Bogdan (1984), "Proof is elusive in qualitative research. The 

qualitative researcher can demonstrate plausible support for conclusions and 

interpretations, but never niily prove them" (p. 139). 
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Methodology Summary 

This study used qualitative methodology to investigate and discover the 

perceptions of 12 successful elementary school principals in seven southern Arizona 

school districts regarding effective school leadership behaviors. 

In-depth interviews were used to gather data with interview guide questions 

relating to the following school leadership concepts: school culture, vision, school 

improvement, empowerment, staff motivation, shared decision making, teacher 

leadership, conflict in the organization, meaning and purpose or work, pre-service 

training and the principal's changing role. 

The data collected in this study were analyzed using an inductive method 

described by Taylor and Bogdan (1984). This process required the formulating of 

coding categories based on emerging concepts and themes generated by the data. 

Data were coded and put into separate file folders where they were analyzed for 

generalizable propositions about leadership in the elementary school. 
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CHAPTER 4 

PRESENTATION OF DATA AND DATA ANALYSIS 

In this chapter the researcher will provide a profile of the principal informants 

interviewed in this study, a description of the data collection process, a description of 

how data were analyzed and the results of the data analysis. 

Profile of Principal Informants Selected for the Study 

The following section will include a composite profile of the principals who 

were selected for this study. It will include their: gender, years of teaching 

experience, years of experience in school administration, years of experience in the 

principalship, number of certified staff under their supervision, the location and size 

of their elementary school, and the location and degree received from their 

pre-service administration training. 

With the exception of one principal interviewed for this study, all principals 

appeared to be enthusiastic and energized by their work. The one principal who was 

the exception, although cooperative and cordial in the interview, was clearly 

demoralized by what was described as a domineering and directive supervisor. 

Consequently, the data from this interview were eliminated from the analysis process 

because she did not appear to possess the critical attributes of a successful principal. 
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Gender - Five females and six males were interviewed for this smdy. 

Years of Teaching Experience - The principals in this swdy had a total of 97 

years of teaching experience. This experience ranged from 3 to 18 years with the 

average of 9 years of teaching experience. 

Years of Experience in School Administration - The principals in this smdy 

had a total of 86 years of experience being school administrators. This experience 

ranged from 3 to 15 years with the average of 8 years of school administration 

experience. 

Years of Experience as an Elementary School Principal - The principals in this 

smdy had a total of 73 years of experience as elementary school principals. This 

experience ranged from 2 to 13 years with the average of 7 years as an elementary 

school principal. 

Number of Certified Teachers on Staff - The number of certified staff 

supervised by these principals totaled to 343. These numbers ranged from 22 to 47 

with the average of 31 certified staff members. 

School Location and Size - Principals interviewed were from 7 school districts 

in southern Arizona and school population ranged from 420 to 718 smdents with the 

average smdent population being 549. 

Administrative Pre-service Education - All of the principals received their 

administrative pre-service training in Arizona. Four received their administrative 

pre-service training from Northern Arizona University. Seven received their 

administrative training from The University of Arizona. 
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Data Collection Process 

In November of 1997, superintendents or assistant superintendents from seven 

southern Arizona school districts were contacted and given an overview of the smdy. 

These district administrators were asked to give the names of elementary principals 

they supervised who they would describe as successful, "cutting edge" principals. In 

addition, permission was requested to interview these principals. 

In November and December of 1997, the recommended principals were 

contacted and asked to participate in the smdy. All principals agreed and a follow-up 

letter was sent which confirmed the date and time of the interview and an overview of 

the smdy. 

All interviews were conducted during the months of November and December 

1997. These interviews were conducted in the principals' offices during a time that 

was most convenient for them. Nine of these interviews were conducted in the 

afternoon following the school's dismissal. One interview was conducted in the 

morning while the respondent's school was in session, and one interview was 

conducted at 6:30 a.m. before the school day began. To gain a deeper understanding 

of the informant principal's perceptions and understanding of the major subject area, 

the researcher would often ask probing questions in addition to the written review 

questions such as, "Can you tell me more?" or "Can you give me an example of 

that?" This contributed to the richness and depth of the data. A microcassette 

recorder was used to tape the interviews which lasted from one hour to one hour and 
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15 minutes. No notes were taken during the interview; however, post interview notes 

were written. 

The fact that the researcher is also an elementary school principal appeared to 

increase the comfort of the informant principals. The tone of the interviews was 

professional, collegial and congenial. The informant principals appeared to enjoy the 

process and to enjoy speaking about leadership issues. 

The audio tapes were transcribed verbatim, and these, along with post 

interview notes, provided the data for this study. 

Data Analysis Process 

Interview transcripts and post interview notes were read and re-read by the 

researcher. This data were analyzed for themes and concepts that emerged relative to 

the major subject areas identified by a review of the literature of school leadership, 

the leadership domain published by the National Policy Board for Educational 

Administration and the reform literature on educational administration pre-service 

training. The major subject areas into which transcript themes and concepts were 

categorized were: 

General school leadership 

School culmre 

Vision 

School improvement 

Empowerment 
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Employee motivation 

Shared decision making 

Teacher instructional leadership 

Conflict in the organization 

Administrative preserve reform 

Changing principal's role 

The Development of Coding Categories 

As the researcher read interview data, words and phrases were written that 

described emerging themes and concepts. These themes and concepts were then cut 

up and categorized into the above mentioned major subject areas. 

The themes and concepts were then analyzed as they appeared in the context of 

the major subject areas. The most prevalent themes and concepts became the coding 

categories that the researcher used to code and analyze the interview transcripts. For 

example, as the researcher read the interview data, the concept of modeling the vision 

or "walking the talk" emerged from the transcripts as a recurring theme. This 

concept of "walking the talk" then became a coding category which the researcher 

used in the analysis of all the transcripts. Individual coding categories are found 

listed in Tables 1-3 in this chapter. Furthermore, coding categories with samples of 

supporting response data are found in Tables 4-14 in this chapter. 

Each coding category was given a number which the researcher wrote in the 

left margin of the transcript when that concept was spoken of by a principal. For 
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example, when a principal spoke of the concept of modeling or "walking the talk" the 

researcher wrote a Number 2 in the left margin because 2 was the assigned number of 

the coding category of "walking the talk." In addition, each principal was assigned a 

code number. These code numbers were also written in the left margin so the 

researcher would be able to attribute coded responses to specific individuals. A total 

of 63 coding categories emerged from the analysis of the interview data. 

Once interview transcripts were read and coded with the appropriate code 

number, they were cut into sections that included the dialogue about that coding 

category and placed in file folders which were labeled with the coding category name. 

File folder Number 2, "Walking the Talk," was filled with dialogue about that 

concept from all 11 principal informants. 

The analysis of the perceptions of these 11 successful elementary school 

principals regarding effective school leadership is presented at length in the remainder 

of this chapter. 

To protect the anonymity of the participating principals, code numbers have 

been assigned to each of them. These numbers will be used like a name in the 

analysis when referring to specific statements made by the principals. The following 

is a list of the code numbers and the gender of the principal with whom it is attached: 

101: Male, 102: Male, 103: Female, 104: Male, 106: Male, 107: Male, 108: 

Male, 109: Female, 110: Female, 111: Female, 112: Female. 
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Structure of the Research 

The data generated by this study were organized and analyzed based upon 

three research questions related to principals' perceptions of what constitutes effective 

school leadership and effective leadership preparation. The following section 

summarizes this research framework. 

Research Question 1 

1. What leadership behaviors do successful elementary school principals 

believe are necessary to effectively lead a school and how do these perceptions 

compare to the descriptions in the current literature on effective school leadership? 

Major Subject Areas. In the review of the literamre on effective school 

leadership, the following major areas emerged: general school leadership, school 

culture, vision, employee motivation, empowerment, shared decision making, teacher 

instructional leadership, conflict in the organization, and the changing nature of the 

principal's role. The following questions were developed to gain an understanding of 

the principals' perceptions of these previously stated major subject areas. 

Related In-Depth Interview Questions. 

1. What school administrators have inspired you? Why? 

2. What do you believe are the key attributes or descriptors of effective and 

successful school leadership? 

3. In your opinion, is there a difference between a manager and a leader? 

Why? 
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4. Some researchers have said that the changing context of American 

education requires new leadership behaviors, leadership that is different than what 

was effective in the past. What is your perspective on this? 

5. What role does the culture of your school play in its' operation? 

6. How do you influence the culture of your school? 

7. What does the concept of vision mean to you in your role as principal? 

8. How was the vision developed? 

9. How do you communicate your vision? 

10. What does the concept of empowerment mean to you and how is it most 

vividly portrayed in your school? 

11. What do you think motivates your staff to carry out the goals and 

directives of your administration? 

12. How do you motivate your staff? 

13. How does the concept of shared decision making fit with your views on 

effective leadership? 

14. Do you think your staff believes their work has meaning and is 

purposeful? If so, why do you think they feel this way? 

15. What is your view of the leadership roles teachers should have in your 

school? 

16. How do you view conflict in your school? 
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17. Have you seen the role of principal change during the time you have been 

in education? 

Table 1 gives an overview of the research framework for Question 1. 

Research Question 2 

2. What leadership behaviors do successful elementary school principals 

believe are necessary to effectively lead a school and how do these perceptions 

compare to leadership standards accepted by the National Policy Board for 

Educational Administration? 

Major Subject Areas. The leadership domain in Principals for Our Changing 

Schools: Knowledge and Skill Base, a publication developed by the National Policy 

Board for Educational Administration, is composed of three major areas: school 

culture, shared strategic vision, and school improvement efforts. 

Related In-depth Interview Questions. 

1. Qver the last 15 years, much has been said of the importance of vision in 

school leadership; what does vision mean to you in your role as principal? 

2. If you have a vision, how was it developed? 

3. How do you communicate your vision? 

4. What role does the culmre of your school play in its operation? 

5. How do you influence the culmre of your school? 

6. How does a principal improve a school? 
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Table I 

Research Framework for Question 1 

Research Question 

1. What leadership 
behaviors do successful 
elementary school 
principals believe 
are necessary to 
effectively lead a 
school and how do 
these perceptions 
compare to the 
descriptions in the 
current literamre on 
effective school 
leadership? 

Major Subject Area 
Emerged from 

Literature 

General School 
Leadership 

Organizational 
Culture 

Coding Categories Emerged 
from Interview Data 

-Decision maker in the best interests of 
kids 

-Modeling the ideal/walking the talk 
-Builder of trusting relationships 
-Humility/wisdom 
-Accountability to clear expectations 
-Effective communicator/good listener 
-An accessible visible presence 
-Builder of community 
-The organized leader 
-Leadership with a heart 

-Culture you can feel 
-Culture of commitment to children 
-Culture of caring 
-Culture of family-likeness 
-Culture of professionalism 
-Culture of learning 
-Culmral diagnosis 

Vision -Vision distinguishes a leader 
-Ownership of the vision 
-Vision sets the course 
-Communicating the vision 

Empowerment -Empowered to live the vision 

Employee Motivation -Putting kids first 
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Table 1, continued 

Research Question 

Major Subject Area 
Emerged from 

Literature 

Shared Decision 
Making 

Teacher 
Instructional 
Leadership 

Conflict in the 
Organization 

The Principal's 
Changing Role 

Coding Categories Emerged 
from Interview Data 

-More effective than top down 
-Giving voice leads to ownership 
-Encouraging healthy debate 
-Keep classroom decisions close to the 
classroom 

-Facilitate collaboration 

-Teachers are experts 

-Healthy conflict 

-Increased job description 
-Call for collaboration 
-Change of boss concept 
-Call for accommodations 
-The need to be a generalist 
-Front lines of social service 
-Marketing the school 
-Era of leadership 
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7. How have you acted as an agent of change to improve your school? 

Table 2 gives an overview of the research framework for Question 2. 

Research Question 3 

3. What elements do successful elementary school principals believe should be 

present in an educational administration preparation program and how do these 

perceptions compare with current literamre on educational administration pre-service 

reform? 

Major Subject Areas. After a review of the literature on administration 

pre-service reform, the following major area emerged: educational administration 

pre-service reform efforts. 

Related In-Depth Interview Questions. 

1. How do you feel about the adequacy of your administrative pre-service 

training? 

2. What were the strengths and deficiencies of this program? 

3. What changes would you recommend to your educational administration 

pre-service program? 

4. What skills do you feel a principal needs and how successful was your 

pre-service program in helping you develop these skills? 

Table 3 gives an overview of the research framework for Question 3. 
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Table 2 

Research Framework for Question 2 

Research Question 

2. What leadership 
behaviors do successful 
elementary school principals 
believe are necessary to 
effectively lead a school and 
how do these perceptions 
compare to leadership 
standards accepted by the 
National Policy Board for 
Educational Administration? 

Major Subject Area 
Emerged from 

Literature 

Schooi Culture 

Shared Strategic 
Vision 

Schooi Improvement 
Efforts 

Coding Categories 
Emerged from Interview Data 

-Culture you can feel 
-Culture of commitment to 
children 

-Culmre of caring 
-Culture of family-likeness 
-Culture of professionalism 
-Culmre of learning 
-Culmral diagnosis 

-Visions distinguishes a leader 
-Ownership of the vision 
-Vision sets the course 
-Communicating the vision 

-Asking questions to challenge the 
status quo 

-Identifying the problem 
-Guiding the discussion 
-Establishing the need for change 
-Work with those who want to 
change 

-Setting measurable outcomes 
-Principal instructional 
leadership 
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Table 3 

Research Framework for Question 3 

Research Question 

3. What elements do 
successful elementary 
school principals believe 
should be present in an 
educational administration 
preparation program and 
how do these perceptions 
compare with current 
literature on educational 
administration pre-service 
reform? 

Major Subject 
Areas Emerged 
from Literature 

Administrative 
Pre-service 
Reform 

Coding Categories Emerged 
from Interview Data 

-Adequacy of pre-service 
-Strengths of pre-service 
-Weaknesses of pre-service 
-Recommendations for 
improvement 
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Results of the Data Analysis 

The following data were organized and analyzed based on data collected from 

interview questions designed to elicit principals' perceptions of effective school 

leadership and effective leader preparation. Each section describes the major subject 

area and the coding categories or themes that emerged from these major subject areas. 

The attributes of the coding categories (themes) are described and supporting 

interview response data are provided for each category. In this analysis, the 

researcher will use the terms: coding category, theme, and concept interchangeably. 

General Leadership Characteristics 

From the in-depth interviews with principals emerged some concepts that best 

fit under the heading of general leadership. Some concepts, such as organization, 

were not surprising to see surface. However, others, such as himiility, were 

somewhat unexpected. The following coding concepts or themes were most dominant 

during the discussions about leadership in general. 

Decision Maker in the Best Interests of Kids 

A pervading theme which permeated the discussions with these principals was 

that the needs of students, "kids," must drive decision making at the school. It 

appears to be the dominant shared value that moves transactional leadership into the 

domain of transformational leadership. Principal 101 said, "When you make 

decisions in the best interest of kids, you get buy-in support. In every position I've 

ever had, I've tried to demonstrate that belief. I have a philosophy that I've tiiought 
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of over time, it's 'Kids come first, teachers are second, and I'll be third.' My 

personal interests and values are subordinate to the best interests of kids and 

teachers." 106 elaborated on this child-centered mindset. "Kids' needs drive what 

we do; you put the kid in the center and everyone pitches in to do what it takes, 

everyone, and not just because it's a top-down directive." 

Principal 106 communicated that the loyal devotion to doing what's best for 

the child, having the child centered attimde, covered mistakes and motivated staff. 

"We put kids' needs square in the center of decisions. I think that's the major 

motivator of our staff. I am human, and I make a lot of mistakes, but my intentions 

are never to hurt anybody; my intentions are always what's best for kids and for 

people." 

The attimde that the needs of children drive decisions seems to bring order and 

a degree of peace to the often hectic and frenetic pace of the principal. Principal 108 

said, "It gets pretty busy around here sometimes, so I keep my vision pretty simple: 

We do whatever it takes to have children succeed." 

Principal 109 stated that her view of what it meant to be an instructional leader 

was shaped and changed by this view of keeping instruction focused on the needs of 

the child. "When I first became a principal, people would talk about instructional 

leadership and there sort of was this idea that you need to be the expert and that you 

would provide teacher training yourself, you would go into classrooms and show 

people how to do things, but I came to the point where I thought, 'They're better at 

this than I am.' So I've modified, come to a different understanding of what 
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instructional leadership is. Now I think it's making sure decisions are made in the 

best interests of kids." 

This analysis has begun with the "kids first" concept because it was prominent 

throughout the interviews and foundational to the way these principals approached 

leadership. As 112 said, "It's about kids. The question is always, is it good for 

kids?" 

Modeling the Ideal: Walking the Talk 

A pervasive and strong concept that emerged from these interviews was that 

the principal models the ideal behavior desired in the organization. Often these 

principals referred to this concept of modeling in general terms such as 104, "I think 

by trying to communicate a vision, a mission, by being conmiitted to that, whatever 

that is, by showing people and living the vision and being a role model. I think that 

part of the responsibility of a school leader, and it's a heck of a responsibility, is to 

be the role model of the school. If you're not going to do it, you can't expect other 

people to do it, whatever that thing is. Most of all, I'm really big on this concept of 

role modeling, and I think probably the most important thing any of us can do in this 

day and age is to be a significant adult in a kid's life so, at the very least, I would 

expect every adult here, from the custodian, to the teacher, to me, it must begin with 

me, to be positive role models. I think that's leadership." All principals 

communicated the importance of modeling the desired behavior and made statements 

like: 101, "The way we communicate the mission is not just by writing it down and 
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sending it out, but by trying to live by example."; 107, "Many of the changes I made 

were small, often it was through modeling."; 108, "I influence my culture by role 

modeling."; 110, "I model by example. I think they see how I act with kids and they 

follow that." 

It is important to note that these school leaders were acutely aware of how 

their behavior affected the behavior of others and the health of the organization. 

Often when speaking of this concept of modeling, they would describe modeling a 

specific behavior. Principal 106 described the importance of listening and trying to 

understand others' points of view, "I think that people will mirror the way I look at 

the world, the way I respond, the way I decide, and if I want people to listen to each 

other, I need to be a good listener; if I want people to seek to understand before being 

understood, I better walk the talk. So, I find that I and my office team, the school 

mirrors how the office team and I function. If I'm going to blow up and say, 'We're 

going to do it this way, dammit . . .' then there's going to be some clear 

repercussions that last a lot longer than probably I want them to." 

As mentioned earlier, these principals are driven by a commitment to kids. 

Principal 101 spoke of the importance of demonstrating this, "I think in our setting 

comes an absolute commitment that kids come first. I try to demonstrate this by 

action and words everyday, in every instance." 107 said, "I model what I want them 

(teachers) to do, from dress on down, the way children are treated, the way important 

needs of children are treated. ... I model it. If they can't do it, I'll show them 
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how. Sometimes it's real simple - a lesson or a concept to be taught; I can show 

them." 

The importance of caring in the organization was a prevalent theme and 

principals spoke of modeling this quality. For example, 103 said, "I think it has to 

start with me. I model caring. ... I really believe you have to walk your talk. Our 

mission statement says that we care about children, that all children will be given the 

opportunity to learn and I think I have to model that." 

Principal 109 spoke of her mentors' use of modeling to lead and to shape her 

own leadership behaviors. "They're honest; Dr. H. was a listener. He was a man of 

action, but he wasn't reactionary. He took his time to think about things then made 

good decisions. He and Dr. C. really mean what they say about doing the right 

things for kids and doing the right things for your staff, taking care of them as 

people. They've modeled that. Walking their talk, they led by example." 

These principals were advocates of facilitating shared decision making and 

encouraging differing opinions to make good decisions. This often required the 

principal to model the process. Principal 101 said, "I encourage dissenting opinions 

and people see me model it, even if they know I don't agree with it. I try to 

understand their perspective and then I present mine, and then we make a decision." 

108 said, "I don't think that as an administrator in this day and age you can go tell 

people what to do and what not to do. You have to model, you have to facilitate and 

by doing so you create communication. Some folks don't know how to do that, that 

facilitating process; I think you need to model and teach it to people." 
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The need to demonstrate a strong work ethic surfaced during the interviews. 

For instance. 111 said, "I feel that if I'm going to ask teachers to do something, they 

need to see me doing it. I actively participate in everything that goes on, whether it 

is inservices in the building or inservices in the district. If I want them to go out and 

be active with children on the playground, they need to see me doing it." 

In addition to the previously mentioned areas of modeling, principals 

specifically mentioned the importance of modeling humility, positive praise, the value 

of teaching and learning, good citizenship, and building relationships with parents and 

the larger community. 

Builder of Trusting Relationships 

These principals spoke often of concepts such as honesty, integrity, and 

building trusting relationships with smdents, staff, and the community. These 

attributes were frequently the first mentioned when asked about what constimted 

effective leadership. For example, 101 said, "The first one, I think, is that people 

have to trust you. I don't believe anything happens without sincere trust. I think 

coercion can happen, you can get certain programs through, but once you leave, those 

programs revert. I don't think you can get buy-in without trust. I think everything 

revolves around trust and a belief in the individual as a leader." 103 said, "Being a 

good leader is building trust. You have to build that trust level with your people. 

You have to show you care." Ill said, "I tiiink a leader has to be able to build up a 

trust with the staff, let them know who you are and build up the trust. That way 
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they'll let you lead." 104 said, "One thing you have to have to be an effective 

leader, a positive leader, is to have integrity. You can overcome a lot of 

shortcomings by being honest. You build that trust, and with the trust, when it comes 

time to get things done, when you need committee members, or you need to motivate 

people, or whatever, they namrally want to do that for you. When the parents and 

the community trusts you, they'll at least let you attempt to solve the problem." 110 

said, "Parents have to know you're there for their kids. If you lose their trust, life 

will be miserable." 

Principals often spoke of learning the power of integrity and building trusting 

relationships from a mentor. Principal 106 said, "He modeled integrity. He 

understood that to get things done, you had to win the hearts and minds of the people 

and work through relationships with people. He taught me how to move beyond the 

plan to people, and he did it in a gentle way." 112 spoke of the powerful effect a 

trusting principal had on her, "I learned worlds more than I ever learned in all the 

coursework that I took because she trusted me with responsibilities. She gave me the 

reins to try it out. She trusted me with responsibilities. She trusted the staff; she 

didn't have to do everything and be responsible for everything. People will rise to 

the occasion if you trust them as professionals. She truly was an inspiration to me. I 

probably would have gone a different route had I not been so closely associated with 

her." 



Humility/Wisdom 

A common theme among these successful principals was the attribute of 

humble wisdom. They seemed to have a vivid understanding of their own weaknesses 

and didn't try to cover them up. Instead, they would seek the expertise of others to 

help with their shortcomings. Principal 104 said, "I think most effective school 

leaders have pretty small egos. I'm not smart enough to know everything that I need 

to know, but I have a veteran staff, with lots of expertise, more than I'll ever have 

myself. Collectively, when we put all of them together, it's amazing what we can 

do." 

The humility that principals expressed seemed to spring from their 

understanding of the expansiveness of the job. Their acknowledgment of their own 

weaknesses often became strengths. This humility and vulnerability seemed to 

strengthen the support from others. Principal 101 said, "'I can't do this,' and they 

accepted that and helped me through it. The personal connections that we make are 

very valuable." 103 said, "Don't ever feel like you know everything and don't be 

afraid to ask." 106 expressed, "Someone said, 'The principalship is the most 

powerful position in education;' I understand now what was meant. I liked it at the 

time because it was what I wanted to hear, but now I understand it, it's incredible, 

different, I'm never bored. I never feel like I know it all; the minute I do, somebody 

shares with me in some way or another that I don't. I like that a great deal." 

This humble respect for the vasmess of the job appears to contribute to a sense 

of wisdom which allows these leaders to keep things in perspective. Principal 110 
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expressed it this way, "I don't think that any of us really think that you can get the 

whole job done, but that's part of acceptance, just knowing ±at you'll never get it all 

done. And if you were, you wouldn't really be getting the job done. The job is so 

complex and you can't possibly do it all. I don't think anyone ever feels like they've 

"done it." I remember talking to one of my teachers who'd been teaching for 

something like 25 years, and I said, 'Remember when you first started out teaching, I 

can remember looking at people who'd taught three years and thinking, when I've 

taught three years, I'm going to know it all. We both realized that we still don't 

know it all. It's always a learning process." This humble wisdom or perspective 

allows successful principals to be able to put things into perspective for their staffs. 

Principal 102 said, "I've come to understand that there's a certain rhythm to schools 

and it's important to convey that to your teachers. Just let them know everyone is in 

the same boat and has the same frustrations during certain times of the year. The 

rhythms are the same from one year to the next." 110 said, "You need to know what 

times of the year you can push and when you need to let them alone to do their job." 

Possibly the comments of 106 best expresses the humble wisdom of keeping 

one's knowledge and shortcomings in perspective, "In many instances I feel wiser, 

that I know a lot more things intuitively. I come back to the teaching and coaching of 

instruction; I come back to basic organization smff, teaming things, maybe its just my 

own way of looking at the world, but in many ways I know less now than I did when 

I started. So, I've reached a point, for whatever it's worth, I acmally say to myself 

sometimes, 'You know I don't know anything, what's the point? Because the more I 
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leam, the more I need to leam, and then I realize that I know a great deal, and that 

people don't view me as someone who doesn't know anything. I've reached a point 

in life that wisdom must mean you leam what you know, you leam what you don't 

know, and mine out what's really good. That's what I'm doing now. I'm going back 

to the earliest level and redomg it. Going back and saying, 'You know, I wasn't so 

wrong in those early years, but now I can do it better. Now I know why I'm doing 

what I'm doing and I know why it matters. Because I've made every mistake in the 

book. That's a joke I always say, 'I try not to make the same mistake more than six 

times,' but I'll probably make the first six." 

Accountabilitv to Clear Expectations 

These principals expressed that it was very important to clearly communicate 

expectations regarding those issues about which there could be no debate. They 

displayed a willingness to take responsibility for the adherence to these expectations 

and hold people in the organization accountable to them. Sometimes this 

accountability amounted to a gentle reminder. Other times, depending on the issue, it 

resulted in "outrage." For example, 106 said, "I take lots of time to lay out what are 

my unalterable guiding principles or beliefs. I say up front, they're not arguable. 

For example, 'I will be in your classroom and I will script you.' The second one is 

'Never take away the dignity of a kid or another person on purpose. If you do it, 

leam how to do it better.'" 102 described the importance of clearly stating 

expectations, "Honesty is very important; that doesn't mean you have to say 
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everything you think, but I think one of the ways I've changed, not that I was 

dishonest, but sometimes I tried to finesse situations to avoid hurting people's 

feelings. I'm much more of a direct communicator now. It really didn't work when 

I tried to finesse things, circling the situation. You just need to be very direct and 

make sure people understand what you want from ±em and not try to have them 

discover something." 

Whereas the principals through the interviews expressed a willingness to be 

flexible and consider differing viewpoints, it was clear some issues were 

non-negotiable. Principal 112 said, "Once we talked about where we're headed and 

what we wanted to do, I came back and said, 'I expect 110% commitment, and if you 

don't feel you can do that, or don't want to, then there's another school for you that 

you're going to be happier at." 107 described his feeling after conferencing with a 

teacher who was not meeting the professional expectation: "My idea was, either get 

back into being a teacher or go away. She chose to go away, and that was fine." 

Principal 110 expressed that having high expectations was not always easy, but 

that clarity of purpose provided courage to take on tough situations. "Effective 

leaders know why they are there. They're there for kids and they expect others to 

be, too. They are not afraid to take on tough issues. You influence by your high 

expectations; you need to be the best you can be. I usually ask, 'Is a teacher willing 

and able?' If they're willing you can do anything with them. If they're not willing, 

it doesn't matter whether they are able. I think you also influence when you take 
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action when people aren't doing what they're supposed to be doing. When they see a 

weak teacher isn't there next year." 

Principals expressed a clear disdain for people who were unwilling to work to 

improve their performance. Principal 112 said, "I'm very flexible but have no 

tolerance for unwillingness. Our job is the kid, and if you don't want to be 

accountable for that and do your job for those kids, then you need to find another 

train to ride, because this isn't the right one." This passionate feeling of disapproval 

at the violation of the school's core values is vividly expressed by 106: "I get 

outraged internally when people are selfish, when people don't put kids' needs first, 

when people are mean to each other, when people are thoughtless with each other. I 

become outraged when someone takes away a kid's dignity or when someone doesn't 

work hard enough for kids, when they're lazy and meeting their own needs. I don't 

get outraged if somebody has a good heart, working hard for kids, and just can't do 

it." 

Whereas these principals clearly expressed a time to passionately hold people 

in the organization accountable, several also expressed the importance of gentle 

correction. Principal 109 expressed the leader's need to "defend and support their 

staff and their people, but then sometimes also say privately, 'You know that might 

have been too much. What do you think?'" 

The willingness to hold people accountable, whether passionately or gently, is 

strengthened by the principal's acceptance of responsibility of the school's success and 

failures. Principal 106 said, "Whatever we produce in results, kids' results, or what 
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we fail to produce, is my responsibility, and likely my fault because I can affect every 

aspect of the program." 

Effective Communicator/Good Listener 

It should not be surprising that in discussions with successful principals, the 

importance of good communication skills was mentioned frequently. Principal 104 

stated that he felt the need for effective communication and listening had become 

more important in the current climate of school leadership. "In the past I don't think 

people talked a whole lot about empathy and listening skills and understanding and 

conmiunication and some of those kinds of things that I think are absolutely necessary 

to deal with the kinds of situations school leaders have to deal with today." 102 

reinforced this concept when he said, "I think you have to be a good communicator. 

That means, not only output but input. I think you have to listen very, very well." 

Ill reflected on her own experience as a teacher when communication was poor, "I 

felt that as a teacher there were lots of times when there was a breakdown in 

communication, and because of it there were lots of problems that were caused that 

could have been circumvented had there just been more discussion or written 

communication so that people knew what was happening." 

Finally, 101 expressed the need for effective leaders to ensure that formal and 

informal systems of communication occurred in the school. "I think the most 

important management skill of effective leaders is the ability to communicate with 

people. Not only openly and honestly, but also that there are mechanisms developed 
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so people can talk to people and so you are able to address issues and also give out 

information. That is done informally and formally. Effective leaders set up formal 

things that we're all accustomed to: faculty meetings, principal letters, newsletters. 

However, the informal are just as critical: sitting down with teachers in the 

lunchroom and visiting classrooms after school. . . . Conmiunication means two 

things: conveying a message, but also listening to concerns." 

An Accessible Visible Presence 

A strong theme in these interviews was the desire of these principals to 

maintain a high degree of visible presence among students, staff and parents. All 

principals described the routine of "making rounds" on their campus. This presence 

allowed them to develop and maintain relationships with smdents and staff which they 

considered a high priority. In addition, they were regularly in classrooms which 

allowed them to observe the education process and act as an instructional leader. 

Finally, developing casual and friendly relationships with parents was important to 

these school leaders. Principal 109 described her efforts to be visibly present: "I am 

involved in being in the classrooms, being with student council, being with kids on 

the playground, being with them in their places and talking to them, asking them what 

they like, what's cool, what's not cool, explaining why things are the way they are. 

Doing the same with teachers and parents and sharing pieces of me. I thmk people 

need to know the principal as a real person." 
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All the principals described the practice of having their office door open for 

people who need to speak to them. In addition, principals described the process of 

doing "rounds." This was different than going into classrooms during instruction 

because its purpose was to make a contact with staff members. Principal 106 said, "I 

do rounds every morning. Every morning between 7:30 and 8:30, I'll visit every 

single person on campus. I say, "Hello," nine times out of 10 all I do is say hi, then 

the 10th time there's a problem with something and I'm right there." 

A major priority of all these school principals was to be in classrooms often. 

Principal 110 expressed an uneasiness when she wasn't in classrooms regularly. "The 

less I'm in the classroom, the more anxious I become." 101 said, "I'm in classrooms 

every day. Teachers expect me in classrooms. Visibility is important at this school." 

These principals are in the cafeteria at lunch and regularly do the duty. This 

less structured time allowed principals to get to know smdents and helped them to 

keep their fingers on the pulse of what was happening in their lives. Principal 102 

said, "I do lunch duty every day that I'm here. One reason is to give kids 

supervision, which is important; stuff happens at lunch and carries on to the 

classroom. And, by being there, kids have a way to get to know me. It's also much 

cooler and easier for a kid to come to me there and say, "Can I talk to you a second 

about Bobby, he's picking on me." 

Maintaining a visible presence off campus in the community was also an 

important theme. Principal 112 said this when talking about the need to be in touch 

with the community, "Do people see you not only at the school but at the event? Do 
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you show up for community events? Do they know who you are?" 104 spoke about 

community visibility, "I've tried to get to know people as much as possible and have 

philosophical discussions with people to find out where they're at. Grab every 

oppormnity you can to get involved with the conraiunity and find out what your 

constiments are like. I did things like go to the Little League games on Saturday." 

Builder of Communitv 

These principals appeared to have a keen sense of the important role the 

school plays in the larger conraiunity. In addition, they see that role expanding and 

see it as their responsibility to nurmre and reinforce that expanding role. Whereas, 

the different socioeconomic base of the community affected how the school interacted 

with the community, it was a prevalent theme that the schools were becoming more a 

part of community and family life. Principal 112 said, "We're working really hard to 

let parents know they're a part of this, too. It's not the teachers' school; they own 

this with us." Principal 108 made the statement, "Current research talks about 

community and collaboration. Those are key principles that I aspire to because 

they're important. This is a strong community and I think the culture of a community 

is key to the drive of the school. You always have to keep that in mind. If you go 

against that culture, you're going to fall flat on your face." 104 articulated the 

principal's role in nurturing the school and community relationship. "If you were to 

ask me the thing I'm most proud of about B. School; it's the way we have blended 

our community with our staff. The school is the community and the community is 
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the school. We try to develop that culture of support and close, tight community. I 

think it takes someone to orchestrate that, to make it happen. If you have that 

triangle of the student, school, and parents, and do that for real, you have the ability 

to motivate people and be an effective school." 

The Organized Leader 

These principals expressed a clear understanding of the need to be an 

organized manager and a visionary leader. Their comments indicated that they 

believed leadership was the most important role, however, poor management or 

organization was unacceptable. The need for organization was described by 111 when 

she said, "Organization's real important to me. I feel that if I expect teachers to be 

well organized in their classrooms, they need to see that coming from me." 110 

similarly expressed, "I think I influence by being really organized. They know that 

things are going to be in place for them to be able to do their jobs. And, I think they 

also know they need to be organized as well." 

The awareness that the principalship is a combination of management and 

leadership was expressed by all respondents, and while leadership was the most 

important, a principal would not be successful without good management. Principal 

109 said, "Managers do things right and leaders do the right thing. A person in a 

principal's position needs to be both, because if the buses aren't running and the 

meals aren't ready for lunch, and if the phone doesn't work or if the water is shut off 
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like the other day, somebody has got to make sure that all happens. We've got to 

have a regular day." 

Principal 101 articulately described the contrast between management and 

leadership. "Management is easier. Management is the day to day operation of the 

school. It is the ability to organize and move information quickly and appropriately. 

It is responding to teachers' memos, it's responding to superintendent's directives, 

that the lunchroom moves smoothly. Those can flare up and become the most 

prominent in people's minds very quickly. Management needs to be in place. But, 

leadership is not measured within the day. It is difficult to measure except over time, 

and it's a process. The challenge of leadership is establishing that direction which has 

buy-in, input, and value from the staff so that you're all together on it and constantly 

focusing towards that." 

Leadership with a Heart 

In addition to having a very caring attimde toward children, these school 

administrators expressed the need to be sensitive and caring about the emotional 

difficulties staff and parents experienced. When two principals spoke of mentors, 

they highlighted their willingness to show human compassion and caring. Principal 

109 said, "He really means what he says about doing the right things for kids and 

doing the right things for your staff, taking care of them as people." 106 said this 

when referring to his mentor, "He understood that to get things done, you had to win 

the hearts and minds of people and work through relationships with people." 
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The concept of balancing the needs of the organization with being sensitive to 

the human needs of staff members emerged from these interviews. If was clear that 

caring and sensitivity in responding to these needs was considered a necessary 

principal skill. Principal 103 said, "I have stressed to my staff, family comes first 

and you come first. If you're not healthy, then you can't come to work and do a 

good job with our children. We have staff members that are working with sick 

children, that have sick parents, their own parents. Sometimes they just need some 

time off. We have to recognize that we're human beings, not machines." In 

addition, 106 said, "There are many times when I'm on my rounds in the morning 

and somebody's tearing up because something's happened in their family. About 

one-fourth of the staff is in crisis at any point in the year, and so I try to help 

people." 

Often principals expressed the need to be empathetic, non-judgmental listeners. 

Principal 104 said, "I think one of the most effective things I do is to just listen to a 

parent and then say, 'You know, I understand.'" 107 described coming to a new 

school that had been through devastating and divisive public turmoil. He said, "I 

listened to what people had to say, I let people come and talk to me, it wasn't 

uncommon for people to come in, sobbing, in tears, both teachers and community 

members, and go for over two hours at a time. I never cut anybody off, I listened to 

all of it, and just let people emotionally vent and get rid of this smff they'd been 

holding onto for years." 
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Principal 106 described the need to take personal emotional situations into 

consideration when delegating professional responsibilities. "Last year, teacher X 

was fine, you could delegate things to her about this, that, and the other thing. This 

year she just had her third child under the age of three - true story - give her more 

than one thing to do and it's over. . . . It's very simational." 

The research findings regarding general school leadership characteristics are 

condensed in Table 4. 

Organizational Culture 

When the principals were asked what role the culmre of their school played in 

its operation, they all affirmed its vital dimension. The response, "It's probably one 

of the most crucial things we need to look at" sunraiarizes the importance principals 

placed on this aspect of their leadership. 

Culmre You Can Feel 

In the conversations with principals, it was evident that they understood the 

powerfiil and pervasive influence of culmre. They indicated it was an element that 

permeated every aspect of the school. When the culture was positive, it became an 

oil that lubricated the school engine. It eased the burden of problems and gave health 

and vitality to the organization. Many principals said that when the culture was 

healthy, problems seemed to take care of themselves. The words "family," 
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Table 4 

Major Subject Area - General School Leadership 

Coding Category 

Decison Maker in 
Best Interests 
of Kids 

Modeling ttie Ideal-
Walking the Talk 

Builder of Trusting 
Relationships 

Humility AVisdom 

Accountability to Clear 
Expectations 

Sample Supporting Response Data 

"When you make decisions in the best interests of kids, you 
get buy-in support. In every position I've ever had, I've 
tried to demonstrate that belief...kids come first, teachers 
are second and I'll be third." 

"We put kids' needs square in the center of decisions..my 
intentions what's best for kids and for people." 

"I think that people will mirror the way that I look at the 
world, the way I respond, the way I decide, and if I want 
people to listen to each other, I need to be a good listener. 
If I want people to seek to understand before being 
understood, I better walk the talk." 

"People have to trust you. I don't believe anything happens 
without sincere trust. I think coercion can happen, you can 
get certain programs through, but once you leave those 
programs revert. I don't think you can get buy-in without 
trust. 

"I think most effective school leaders have pretty small 
egos. I'm not smart enough to know everything that I need 
to know, but I have a veteran staff, with lots of expertise, 
more than I'll ever have myself." 

"I take lots of time to lay out what are my unalterable 
guiding principles or beliefs. I say up front they're not 
arguable. For example, I will be in your classroom, and I 
will script you. The seond one is never take away the 
dignity of a kid or another person on purpose. 
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Table 4, continued 

Coding Category 

Effective 
Communicator/Good 
Listener 

Sample Supporting Response Data 

"In the past I don't think people talked a whole lot about 
empathy and listening skills and understanding and 
communication and some of those kinds of things that I 
think are absolutely necessary to deal with the kinds of 
simations school leaders have to deal with today." 

Accessible Visible Presence "I am involved in being in the classrooms, being with 
student council, being with kids on the playground, being 
with them in their places and talking to them, asking them 
what they like, explaining why things are the way they are, 
doing the same with teachers and parents and sharing pieces 
of me." 

Builder of Community "If you ask me the thing I'm most proud of about B. 
school, it is the way we have blended our community 
with our staff. The school is the conmiunity and the 
community is the school. We try to develop that 
culture of support and close, tight community. I think 
it takes someone to orchestrate that to make it happen." 

Organized Leader "Managers do things right and leaders do the right 
thing. A person in a principal's position needs to be 
both, because if the buses aren't running and the meals 
aren't ready, and the phone doesn't work...somebody 
has got to make sure that all happens. We've got to 
have a regular day." 

Leadership with a Heart "He really means what he says about doing the right 
things for kids and doing the right things for your staff, 
taking care of them as people." 
"He understood that to get things done, you had to win 
the hearts and minds of people and work through 
relationships with people. 
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"nurture," and "caring" occurred often in our discussions of culture. It was clear 

that they believed this type of culture not only strengthened the organization as a 

whole, but also strengthened the individuals in the school, giving them the stamina to 

face personal challenges. Principal 109 said, "I think if your school has a healthy, 

nurturing culture, everybody is affected positively by the culture of your school, then 

the other pieces kind of take care of themselves, they just sort of fall into place and 

it's easier to do the other stuff." 

These principals demonstrated a knowledge of culture's powerful impact on 

their school's operation; consequently, they assumed the responsibility of shaping and 

influencing the culture in such a way that it worked to accomplish the school's desired 

mission. Principal 108 said, "Culture is key. It is important and it needs to be 

maintained and appreciated. Sometimes you have to tweak it, sometimes you have to 

nurwre it." Principal 112 said, "Effective leaders spend a lot of time developing the 

family feel, the people, the culmre, so that later on when it comes time for the tough 

stuff - the smdent achievement, discipline issues, hard core issues of loss or grief and 

all those things that happen in schools, you have a foundation that will support that. 

You have to spend time to make that happen." 

The word "foundation" in this statement is significant. The foundation of a 

building is virtually unseen yet supports the entire structure. I appears that culture is 

the invisible foundation of the school. Principal 101 spoke of the unseen nature of 

culture when he said, "I think the ultimate goal of culture is to become something 

which is not constantly talked about but is accepted by all even at an unconscious 
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level. It is what we do, it's our actions, it's the norms of the school. The leader 

must pay careful attention to that culture because you are constantly shaping it 

through leadership." 

The statements of these principals seem to indicate that the positive energy of 

healthy culmre, congruent with the ideal direction of the school, relieved them of 

having to impose themselves as the leader. Principal 102 called it "the unwritten 

ways to behave, and if they are the right ways, they can have a huge influence for 

good on the school." Expressing a similar idea, 106 said, "The culture of having the 

kids' needs truly drive our decisions versus someone's personal philosophy versus 

some procedural thing, plays a big role. I love being able to work around rules 

without me having made the rules, but using the guidelines of what this child needs, 

not even what the parents think or what I think, but what the kid needs. I think that's 

a culmre that makes a difference." 

Principal 112 spoke of the simation of when the critical mass of people 

embraced the child-centered culmre of the school they took the burden of influence 

off the back of the principal. She spoke of a peer pressure of professionals to do the 

right thing for the children. "I would say 90% of the staff is really committed. 

There's always that 10% that says, 'Yeah, but, we can't because . . . yeah, but . . . 

yeah, but . . .' The interesting thing is I don't have to respond to them because 

someone from the staff does. To me, that is way more powerful than if I have to 

say, 'Yeah, but we have to do it anyway'" We have people on the staff who will do 
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it. They care about kids. So, however it works, I'll take it. If it's because of peer 

pressure, and they're there for the kids, I'll take it." 

Positive culture is powerful and good. However, negative culture is equally 

powerful and destructive. Principal 109 said, "If the culture of a school isn't healthy, 

everybody feels it, there's tension, it's like a sickness, and for awhile you sort of fake 

it, but then after a while, everybody knows; you feel it." 107 said, "When I started 

at this school, the focus of the staff was very fragmented. People would not look at 

one another as they came down the hallway. There were very distinct lines drawn." 

These kind of situations demand that ±e school leader proactively influence culture. 

The specific ways principals influenced culture varied widely. They included building 

traditions such as Friday assemblies, monthly "Town Hall" assemblies, banner 

making celebrations, student led morning announcements. Honor Roll ceremonies, 

playing music as students entered the school, etc. From these specific events, 

ceremonies, and practices, emerged some common themes of school culmre. They 

included 

* Culture of commitment to children 

* Culture of caring 

* Culture of family-likeness 

* Culture of professionalism 

* Culture of learning 
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Culture of Commitment to Children 

Every principal interviewed was steadfast in his/her commitment to putting 

children first. Principal 101 emphasized this priority by stating, "Make decisions in 

the best interest of kids. That involves an absolute commitment that kids come first." 

This whole-hearted commitment was without reservation, truly "Whatever it takes to 

help our children," (108). These principals were continually mindful of the 

centrality of kids' needs in guiding decision making. As 109 explained, "I need to 

make stire decisions are student-based, kid-based. That's part of being an 

instructional leader." Principal 106 outlined this philosophy, "We put the kid in the 

center of our decisions. The kid will prescribe what we do. The culture of having 

the kids' needs truly drive our decisions." These school leaders always maintained the 

focus on the needs of the child. "We're about kids. Our vision is about kids" (104). 

Principal 112 summed up this focus by saying, "It's that commitment to the idea that 

the kids are the bottom line. It's about kids. The questions always is, 'Is it good for 

kids?'" 

Culture of Caring 

A caring attitude was integral in the establishment of a positive school culture. 

Principals felt as though this attitude needed to begin with them, as indicated by 103, 

"I think that to be a good leader you have to be a good manager. But you can't just 

be a manager; you have to care about your staff; you have to care about the 

children." Principal 104 said, "I think you can overcome a lot of shoncomings by 
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being honest, just showing your community that you really care about what you're 

doing and you're doing it from the heart." This attitude appeared to also be 

embraced by the teachers: 111, "We've got good teachers here. They care. Kids 

are happy to be here. 108 said, "We have a very caring staff. We care a lot about 

kids and this school." 

Continual reinforcement of this caring culture creates an atmosphere that 

permeates the school and affects the perceptions of parents, grandparents and the 

entire community. That was the goal described by principal 109, "I say I want this 

school to be the best in the galaxy, and I want it to be a place people come in and say 

I would like my kids or grandkids to go here because it feels good; there's a heart 

here." Principal 110 expressed, "I want people to say that it's open and friendly. 

That kids are learning. That they're welcome here. That they're part of the 

community." 

Culture of Familv-Likeness 

The school culture these principals desired was likened to the atmosphere of a 

successful family. Principal 112 hoped her community would see these similarities in 

her school, "I want them to say it's a family." This culture was to provide the same 

sense of security and support as that found in a loving family, described by 104, "It 

gives the school an opportunity to present the message or acmally prove to the 

community how important family is in the kids' success; that even when you fail, you 

know you've got a bunch of people back there behind you to pull you up." 
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Both ceremonies and feeling tone were designed to give the feeling of 

belonging and of tradition. Principal 109 stated, "I want this school to be an 

enjoyable, warm, nurturing place, building our traditions, just like families have 

traditions." Along with providing security and tradition, the school was to be a place 

for nurturing, "The culture of this school is child-oriented, friendly, staff who greet 

kids with a smile, almost a motherly tone" (111). 

Culture of Professionalism 

The school culmre was a forceful theme found in the interviews. Teachers 

were expected to demonstrate a strong work ethic and continually seek to develop 

their skills. As teachers gained expertise, it was expected that they would share that 

with others. Principal 112 explained, "It's about ownership; it's about responsibility; 

it's about professionalism." And 109, "They're good people. They have a sense of 

work and professionalism." As professional educators, each team member was 

encouraged to share his or her expertise, "Take a leadership role and help. It is 

expected here that if you go to a workshop, you come back and be our resource" 

(106). 

This culmral norm lent itself to an ongoing dialogue between professionals, "I 

try to demonstrate from my office: involvement, the value of kids, the value of 

teaching, the value of learning and the value of honest, professional discussions" 

(101). "Professional relationships are very important, being able to talk in a 

professional way" (102). 
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Cultural professionalism stimulated and inspired staff members according to 

110, "Professional growth motivates. If you can continue to grow and learn and you 

feel like there are things you can do in your career, you keep fresh." 

Culmre of Learning 

"Hopefully the smdent achievement goes up. The bottom line is for student 

achievement to go up" (108). The bottom line of smdent achievement was pivotal in 

the foundation of these successful schools' culmres. Principal 103 prioritized the 

importance of a learning culture, "Phone calls are important, memos are important, 

budget is important, but they're not a priority over school. We're here for children 

to leam; to build a community of learners." 

Principals modeled their high valuation of academic success, as expressed by 

101, "I try to demonstrate the value of a kid, the value of teaching, the value of 

learning." This modeling extended not only to the staff, but the smdents as well, as 

illustrated by 107, "I spend time on tiie playground with them. I ask them, 'What are 

you learning in math?' They might say they're doing metric but they don't really 

understand it. Sometimes we'll do lessons in the sand." Principal 110 sunmiarized, 

"The only reason we're all here is so kids leam. It's the joy of seeing kids learning 

that motivates you." 

Cultural Diagnosis 

A significant concept that emerged from the interviews was the importance of 

the principal to diagnose and understand the existing culmre to work within it 
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harmoniously and influence it effectively. Principal 108 underscored the importance 

of understanding a school's culture, "Sometimes I think principals never figure out 

what the culture is, in those situations I think they struggle, and they ultimately leave. 

... If you go against that culmre, then you're going to fall flat on your face." 

Principal 112 draws from a personal experience with a former principal she 

worked with in the school she currently leads. Her statements reveal her feelings that 

this principal's behavior did not mesh and was not effective in the existing culture of 

the school, and quite possibly was a major factor leading to his departure, "I believe 

this school is what it is because of the culture of the school. The administrator who 

replaced my mentor had a very different type of style, almost a block management 

type of style, he didn't know the culture of the school. He didn't do his homework." 

Culture, it seems, is that unseen element that significantly influences the 

context and type of leadership required in a particular school setting. Principal 104 

relates die importance of cultural diagnosis and blending leadership behaviors with an 

existing cultural reality, "I think one of the mistakes we can make sometimes is to be 

too quick with the trigger. It's important to know what you're doing, to understand 

the culture. What may have made perfect sense to you someplace else might not fit 

given the present culmre." 

As stated earlier, principals felt it was essential that they promoted and 

nourished positive, productive culmre in their schools. However, before this was 
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done in earnest they emphasized how important it was to diagnose and understand 

existing cultural norms. Principal 103 said, "We have to know that culture; we can't 

do much until we've gotten to know what it is." 

During these interviews several principals reflected and remembered what they 

did to understand the norms of their school. "So, I watched, I listened, I spent a lot 

of time walking around and I figured out, as best I could, what was happening before 

I tried to change any of it" (107). It was as if these principals were doing a 

qualitative analysis or ethnography of their buildings. During these discussions the 

words, "listening", "watching", and "asking" occurred very frequently. "I think my 

job was to come in as a principal and first to collect data. Through observation, 

through asking questions, formally and informally. A lot of it happens informally" 

(108). 

Principal 109 implied how important it was that a principal not come in and 

trample on existing cultural norms and traditions, "Some things are part of a school's 

culture and tradition; it may be valuable to someone when you're an insider opposed 

to an outsider. But just watch, and see, and listen, and then, because you can't do it 

by yourself, if there really are things that need to change or move forward, you need 

to get the people that are a part of that school to agree." 

When principal 106 was asked how he would positively influence the culture 

of a school, his response began with diagnosis. "I would spend all my time in 

classes, all day long, and I'd plan on coming home at 6:30 or 7:00 every night and do 

my paperwork later. I'd be in classes scripting, I'd be in the lunchroom, I'd be 
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listening, I'd be watching, I'd be coaching - whatever I would feel was appropriate so 

that I know each person and I know each person's work, and I would do a lot of that. 

I would do things in the community as well." 

The research findings regarding organizational culture are condensed on Table 

5. 

Vision 

The concept of vision has been written about and discussed tremendously in 

recent years. Despite this, a clear understanding of what vision is remains somewhat 

elusive. George Bush was not re-elected as U.S. President in 1992 largely because 

many people concluded that he had no vision. When questioned about it, he seemed 

surprised that so many people were concerned with "the vision thing." In my 

discussions with principals, some thought that vision was a set of specific goals or a 

strategic plan. With others it was a more general concept that illustrated their 

ultimate destination. The researcher's objective in this section is to provide analysis 

and interpretation of these principals' understanding of vision. 

Vision Distinguishes a Leader 

"If you don't have vision, you're managing" (112). This statement reflects die 

common theme in these discussions that it is vision that makes the distinction between 

a manager and a leader. Principal 107 said, "The manager keeps the day to day 

operations going; the manager keeps the machinery grinding away. But a leader has a 

vision and is pointing towards that point on the horizon." Principal 110 stated. 
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Coding Category Sample Supporting Response Data 

Culture You Can Feel "I think if your school has a healthy, nurturing culture, 
everybody is affected positively by the culture of your 
school, then the other pieces kind of take care of 
themselves, they just sort of fall into place and it's 
easier to do the other smff." 

Culture of Commitment to 
Children 

"Make decisions in the best interests of kids. That 
involves an absolute commitment that kids come first." 

Culture of Caring 

Culture of Family-likeness 

Culture of Professionalism 

"We put the kid in the center of our decisions. The 
kid will prescribe what we do. The culmre of having 
the kids' needs truly drive our decisions." 

"I think that in order to be a good leader, you have to 
be a good manager, but you can't just be a manager; 
you have to care about your staff; you have to care 
about the children." 

"I want them to say it's a family." 

"I want this school to be an enjoyable, warm, nurmring 
place, building our traditions, just like families have 
traditions." 

"It's about ownership, it's about responsibilities, it's 
about professionalism." 

"I try to demonstrate from my office: involvement, 
the value of kids, the value of teaching, the value of 
learning, and the value of honest, professional 
discussions." 
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Table 5, continued 

Coding Category Sample Supporting Response Data 

Culture of Learning "Phone calls are important; memos are important; 
budget is important; but they're not a priority over 
school. We are here for children to leam; to build a 
community of learners." 

Cultural Diagnosis "Sometimes I think principals never figure out what the 
culture is, in those situations I think they struggle, and 
they ultimately leave. If you go against that culture, 
then you're going to fall flat on your face." 

"Some things are part of a school's culture and 
tradition; it may be valuable to someone when you're 
an insider opposed to an outsider. But just watch, and 
see, and listen." 
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"The leader sets the vision and finds leaders on his or her staff to go with it." 

Principal 108 said a leader is someone who is "visionary" and has "goals for himself 

or herself, the school, for the children and the community." He continued to say the 

leader brings a "tremendous amount of passion to facilitate and guide the educational 

process." 

Principal 112's description of her mentor portrays a passionate leader who 

clearly established the vision. "I watched her transform people. I mean, she was an 

amazing visionary leader. She had the vision and she was very, very adept at getting 

people to understand and believe in that vision and to make it their own." 

Ownership of the Vision 

The concept of ownership of the vision was a strong theme in these interviews. 

Developing a sense of ownership of the vision among the stakeholders of the school 

had two distinct dimensions. One dimension involved gaining ownership through 

engineering widespread participation in the vision's development. "I know a vision 

statement is short, but we wanted more than a slogan. We wanted to say here's what 

we're actually going to do. ... That ended up being our strategic plan. One of the 

things I'm really most proud of is that every single staff member on this campus was 

part of one of the strategic planning committees" (104). 

Other principals described staffs which were equally committed to a vision but 

seemed to have little participation in its creation. It was more like accepting a creed 

they could believe in, hence they had buy-in and ownership. "Everybody has the 
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same shared purpose, clearly understood, clearly committed, everybody has the same 

vision of what we're here to accomplish" (106). 

Vision Sets the Course 

A prominent theme of these principals' understanding of vision was that it was 

to direct them to where they wanted to end up. Principal 106 stated, "Our vision is 

what we want kids to be able to do, say, feel or think, or be able to solve when they 

leave us." 104 said, "It's your road map." "We came back with an action plan that 

we were going to create a vision with the staff. We went through different activities 

to finally arrive at a vision, a plan as to what we wanted the school to look like a few 

years down the road" (111). Finally, this statement by 107 implies that vision gives 

one a sense of long-range direction and purpose amidst a series of short-term crises. 

"Vision is a way to define in your mind where it is that you are going; otherwise 

you're always working with fires that are right in front of you and you never see 

where you're going." 

Principal 102 said vision was, "Like a filter, like a colander, like a strainer." 

Vision for him filtered out the non-essential, unproductive programs or events that vie 

for classroom time. Principal 104 said he used the vision as a template when 

analyzing a program or event and asking the question, "How does it fit it? How does 

it fit with where we're going?" 
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Commxinicating the Vision 

All principals spoke of the important but challenging job of communicating 

and projecting the vision. They described using words to communicate the vision via 

newsletters, talks at Open Houses and PTO meetings. Principal 111 said, "A portion 

of the vision is on our mural when you walk into the front door, so it's always 

there." Principal 104 spoke of having regular assemblies and called it his "pulpit 

lime to share the vision." These principals expressed the importance of living the 

vision and being a role model of the ideal. 

Finally, 109's comment appropriately summarizes this dimension of vision, "I 

think it means knowing what you, as the leader, want your school to be. Then 

knowing it's going to take everybody, because you can't do it by yourself, so you 

have to communicate the vision, you have to talk about it, everyday and make sure 

other people know it, believe it, want it, and work for it." 

The research findings regarding vision are condensed in Table 6. 

School Improvement 

From the discussions with these principals emerged seven major themes or 

coding categories relative to school improvement. They were: asking questions to 

challenge the stams quo, identifying the problem, guiding the discussion, establishing 

the need for change, working with those who want to change, setting measurable 

outcomes, and principal instructional leadership. The following section will include 

an analysis of these themes. 
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Table 6 

Major Subject Area - Vision 

Coding Category Sample Supporting Response Data 

Vision Distinguishes a Leader "The manager keeps the day to day operations 
going; the manager keeps the machinery grinding 
away. But a leader has a vision and is pointing 
towards that pouit on the horizon." 

Ownerstiip of the Vision 

Vision Sets the Course 

Communicating the Vision 

"I watched her transform people. I mean she was 
an amazing visionary leader. She had the vision 
and she was very, very adept at getting people to 
understand and believe in that vision and to make it 
their own." 

"Everybody has the same shared purpose, clearly 
understood, clearly conmiitted, everybody has the 
same vision of what we're here to accomplish." 

"We came back with an action plan that we were 
going to create a vision with the staff. We went 
through different activities to finally arrive at a 
vision, a plan as to what we wanted the school to 
look like a few years down the road." 

"I think it means knowing what you, as the leader, 
want your school to be. Then knowing it's going 
to take everybody, because you can't do it by 
yourself. So you have to communicate the vision, 
you have to talk about it, everyday, and make sure 
other people know it, believe it, want it, and work 
for it." 
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Asking Questions to Challenge the Status Quo 

This first concept suggests that the leader is the catalyst to cause people to 

reflect on their own practices and to question their assumptions. One strategy the 

leader uses to accomplish this is to ask questions that cause personal reflection or help 

to focus the discussion. Principal 102 described his mentor as a person who, "Had 

the ability to challenge your thinking, in a nice way, and make you rethink your 

position. He would ask the why questions, 'Why do you think that? How do you 

know that?' It caused you to go back and look at some data to support your 

opinions." Later when principal 102 was initiating change in the school's approach to 

teaching writing, he found himself often posing this question to his staff, "Are we 

satisfied with what we're doing?" He indicated that this simple question caused the 

staff to look at the issue in a different way. Principal 110 expressed a similar 

behavior when she facilitated a review of the school's mission statement. She would 

ask the questions, "Do we still believe this?" and "What are we doing to show that?" 

Principal 101 also stated the need for the principal to be an asker of questions when 

he said, "As an administrator, you need to be able to say, 'Is that in the best interest 

of kids, or are we trying to reshape your day to make it more convenient for you?' 

They need to know that you're going to have some questions. My staff knows that 

I'm going to ask a lot of questions." 
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Identifying the Problem 

The theme of actively identifying or diagnosing the problem was strong in 

these conversations. In this role, the principal acted as the organizational physician, 

making the diagnosis of the problem or facilitating that process. "You diagnose; you 

diagnose where the needs are; you diagnose what the strengths are. Next you 

prioritize and involve your staff. Then you start chipping away at it" (110). 

Principal 101 said, "I think the key element is that we focus the discussion of where 

we should be trying, what we should be trying to fix or improve." 

Principals 112 and 111 emphasized the need to look at data to determine areas 

that needed improvement. "We do needs assessments to see what people think, we 

look at a lot of data to see where we need to go" (111). "You have to be honest; 

look at that data, it has a purpose and you need to look at it" (112). 

Principal 106 spoke of facilitating a staff discussion to identify problems to be 

addressed. "What do you think the problem is? What do you think this kid needs? 

What's the goal, what do you want him to be able to do? Let the people affected by 

it help make it versus me sitting in my little tower here thinking I have the answers. 

I rarely do." 

Principal 101 also described his staff working to identify problems and develop 

solutions. "We identified that kids are not knowing their multiplication facts, addition 

facts and subtraction facts. The teachers brainstormed ideas and came to the faculty 

meeting with a list of seven options to encourage kids to learn their facts. They 

identified the problem. They identified the solution. All I did was support them." 
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Guiding the Discussion 

A very strong theme that emerged was the power of the principal to guide the 

discussion around issues that needed to be addressed. This appeared to be one of the 

greatest tools of influence available to the principal. The ability to set meeting 

agendas, conference staff, and distribute articles were effective devices in guiding the 

discussion. Principal 101 stated, "The main thing that a principal does is that they 

focus the discussion." 

One element of guiding the discussion is that it is a process that takes time. In 

this role, the principal becomes a planter of seeds and a nurmrer of ideas. "I think 

sometimes you create a need. You create an interest before you ever begin to do 

your improvements. They don't know you're doing that. You put articles out. You 

talk to your teachers during supervision conferences. You plant seeds here and there 

which help create a need. Then, when they're ready, you move them towards it" 

(110). "It's not a quick process. It takes a long time planting seeds, discussing, 

asking questions, coming up with ideas, throwing them out at staff meetings, during 

evaluations" (107). "So, our school is behind; it's having some difficulty with 

technology, but no one has talked about it. So, I've made a conscious decision to 

discuss technology at every meeting we have" (101). 

These principals see it as their job to facilitate discussion on issues they 

believe are important. Principal 109 said, "You've got to get other people's ideas 

and their heads clicking, and that synergy, and move slowly in a direction." 
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Establishing the Need for Change 

As stated, the principal has the power to guide the discussion around an issue 

that he or she believes is in need of improvement. These principals indicated that just 

the discussion was not enough to spark lasting change. The staff had to see a need 

for the change. According to these principals, if they were going to be effective 

agents of change, they must not only guide the discussion, but establish a clear need 

for change. Principal 102 expressed, "They need to understand the need for what 

you are doing. If you just throw a program in and they don't see the need, they're 

not going to be motivated." "Leadership is when you figure out in a sharing way 

what needs to be done and why" (106). 

It is clear that these principals believe that for change to occur, the people who 

will be responsible for carrying out that change must see the need for change and 

value that need. "If they don't recognize the problem, then I'm not doing a very 

good job of communicating the concern and I haven't focused the discussion well 

enough and I haven't highlighted the reasons why it's a problem. It's possible the 

problem that I think is out there, the teachers don't agree with, and then nothing's 

really going to happen" (101). 

Work with Those Who Want to Change 

After a principal identifies a problem, focuses the discussion, establishes a 

need for change, he or she may find only a few are ready to implement a particular 

change. These principals indicated that it is best to work with the small group that 
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wants to change and not force it on others who don't. They believed that if the 

change was good, it would eventually spread to others. Principal 102 stated, "You 

work with a small group at first, the group who wants to change, wants to do 

something. If other teachers start to see that those students are interested and that 

teacher is happy, it starts to spread to others." 110 echoed this perspective, "You 

may have small groups who are working on specific goals or needs and then that'll 

spread to the rest of the staff." "I truly believe that I can have all the vision, I can 

have all the ideas of things that I want to see done, but unless I've got a group that 

works to go with me, it won't happen" (111). 

Principal 110 summarized the concept that school leaders need to devote their 

energies to the people who want to implement change and not waste time on those 

who resist the change. "I don't spend a lot of time on negative people because 

they're probably going to stay negative. When I was first an administrator, I worried 

about the negative people, you know, I've got to bring them along ... but you waste 

a lot of your time on the 2%. . . . You need to be bringing along the middle people. 

Your upper people are going to be great anyway, they're always positive." 

Setting Measurable Outcomes 

The need to establish a measurable outcome to determine the success of any 

change emerged from these conversations. Principal 102 expressed this idea: "One 

of the things you need to do is have an objective, some objective means of measuring 

the progress. Those can be a combination of things: climate surveys, standardized 
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test scores, number of referrals, number of tardies, any kind of objective data you can 

gather." 

Principal 112 expressed die need to have a plan to which they would be 

accountable. The concept of accountability implies measurable outcomes. "We have 

spent a tremendous amount of time making sure that our plan is something that we 

want to be held accountable for and is something we're really going to do." 106 

said, "We are looking for specific student end results." 104 emphasized the need for 

observable outcomes: "Whatever we came up with was going to be something that 

we could implement, we could see, we could touch, we could feel, something we 

could define, and something that would positively change our school." "We formed a 

committee to look at math instruction and if a kid was lucky enough to stay here for 

their career in elementary school, we could say, 'Here you go, this is what we're 

going to do for you in math'" (109). 

Principal Instructional Leadership 

These principals believed they needed to have expertise in learning and 

instruction so they could be the instructional leader of the school. If there was an 

area of instruction they were not well versed in, they deferred to a teacher's 

leadership. However, whether they were an expert in a particular instructional 

approach or not, they saw it as their responsibility to keep attention focused on 

teaching and learning. Principal 112 stated, "You have to be an instructional leader; 

you have to know instruction. You have to be able to go into a classroom and know 
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what you're seeing and be able to give honest feedback about that. You need to ask, 

'Is this effective instruction or not?' And if it's not, you need to make changes." 

Principal 103 echoes the need to know pedagogy, "You need to know how kids 

learn." The statement from 108 demonstrates his knowledge of instructional issues; 

"From my observation in the classrooms, I found that our instructional program was 

very fragmented. . . . Now we're reaching for a balanced literary approach using a 

combination of whole language principles and a combination of phonics principles." 

This statement by 106 strongly portrays the role of the principal as an instructional 

leader; "I'm heavily involved in the classes, and I teach, I'm coaching all the time . 

. . doing lots of scripting, lots of conferencing, lots of feedback. Whether there's an 

evaluation or not, I go in and I think that makes a difference. There's an emphasis 

on teaching." 

The data revealed that principals should also recognize the instructional 

expertise of other teachers on the staff and direct others to learn from them. "I came 

to the point when I thought, 'They're better at that than I am.' I think my job as 

instructional leader is to be able to go down the hall and say, 'She's doing this, come 

and see. Have you been to Susie's room to see what she's doing?' Then have new 

teachers go in and leam from them. That's what I think my role is as an instructional 

leader" (109). 

The research findings regarding school improvement are condensed in Table 7. 
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Empowerment 

The discussion with principals about the concept of empowerment surfaced a 

subtle, but clear distinction between empowerment and shared decision making. 

Shared decision making mvolved principals getting ideas and opinions from various 

sources and often led to facilitating group decision-making processes. Empowerment, 

on the other hand, involved a trusting relationship between the leader and the lead 

where subordinates made individual decisions that were in keeping with the school's 

core values, vision, or mission. 

Empowered to Live the Vision 

Principal 109 said, "Empowerment is giving power and authority to make 

changes that are going to benefit kids. I need to make sure that decisions are 

smdent-based, kid-centered." 110 illustrated this relationship of vision and 

empowerment when she said, "A leader sets the vision and finds leaders on their staff 

and the strengths on their staff and lets them go with it and supports them during it." 

Principal 112 highlighted the element of trust and it's relation to 

empowerment. "You have to communicate with them what your vision is, where 
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Major Subject Area - School Improvement 
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Coding Category Sample Supporting Response Data 

Asking Questions to 
Challenge the Status Quo 

Identifying the Problem 

"He had the ability to challenge your thinking, in a nice 
way, and make you rethink your position. He would ask 
the why questions; "Why do you think that? How do you 
know diat?" It caused you to go back and look at some data 
to support your opinions." 

"I think the key element is that we focus the discussion of 
where we should be trying, what we should be trying to fix 
or improve." 

"You diagnose where the needs are, you diagnose what the 
strengths are. Next you prioritize and involve your staff. 
Then you start chipping away at it." 

Guiding the Discussion "The main thing that a principal does is that they focus the 
discussion." 

"I think sometimes you create a need. You create an 
interest before you ever begin to do your improvements. 
They don't know you're doing that. You put articles out. 
You talk to your teachers during conferences. You plant 
seeds here and there which help create a need. Then, when 
they're ready, you move them towards it." 

Establishing the Need for "They need to understand the need for what you are doing. 
Change If you just throw a program in and they don't see the need, 

they're not going to be motivated." 

"If they don't recognize the problem, then I'm not doing a 
very good job of communicating the concern and haven't 
focused the discussion well enough." 
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Table 7, continued 

Coding Category 

Work with Those Who 
Want to Change 

Setting Measurable 
Outcomes 

Principal Instructional 
Leadership 

Sample Supporting Response Data 

"You work with a small group at first. The group who 
wants to change, wants to do something. If other teachers 
start to see that those students are interested, and that 
teacher is happy, it starts to spread to others." 

"Whatever we came up with was going to be something that 
we could implement, we could see, we could touch, we 
could feel, something we could define, and something that 
would positively change our school." 

"You have to be an instructional leader. You have to know 
instruction. You have to be able to go into a classroom and 
know what you're seeing and be able to give honest 
feedback about that. You need to ask, "Is this effective 
instruction or not?" And, if it's not, you need to make 
changes." 
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you're headed as a school. . . . Then you have to be willing to trust them to be 

accountable and professional. . . . From my office I can't reach 720 kids no matter 

how much I want to. ... I have to be able to empower that teacher to feel 

passionately about those kids and do what they have to do to get that kid where he 

needs to be." 

Principal 104 stated his beliefs that along with the permission to make 

decisions to carry out the vision of the school must come the permission to fail. "I 

allow people to screw up occasionally. You've got to give them that. With power 

comes a mistake every now and then. It means sharing the vision and then allowing 

people to run with it." 

The following statement by principal 101 summarized the idea that to these 

principals, empowerment was the freedom to make decisions that were congruent with 

shared values. "You're empowered if all decisions are going to be made in the best 

interest of kids. We are empowering teachers to make decisions in the best interest of 

kids for a problem that they've identified." 

The research findings regarding empowerment are condensed in Table 8. 

Employee Motivation 

In the discussion with principals about what they believed motivated their 

staffs to strive for effectiveness and excellence, many expressed trying to show 

appreciation for the work that teachers were doing for children. "I have tried to do a 

good job of communicating how important their job is" (104). "Empowering 
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Major Subject Area - Empowerment 
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Coding Category Sample Supporting Response Data 

Empowered to Live the Vision "Empowerment is giving power and authority to make 
changes that are going to benefit kids. I need to make 
sure that decisions are student-based, kid-centered." 

"You're empowered if all decisions are going to be 
made in the best interests of kids. We are 
empowering teachers to make decisions in the best 
interests of kids for a problem they've identified." 
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teachers, praising what they did with kids" (111). "I tell them what they do is 

important and I reinforce it when other people do" (109). "I write notes to teachers 

about the value of learning and the value of their teaching" (101). However, clearly, 

the strongest theme was that principals believed their staffs were motivated by their 

sincere desire to see kids learn and grow. This shared value of putting kids first, 

simple as it is, appeared to be the transformational element that powered individuals 

and the organization as a whole. The following section will analyze the theme 

"putting kids first" as it relates to employee motivation. 

Putting Kids First 

When 104 was asked what he believed motivated his staff, he said, "I think 

the effect on kids. These people are the type of people that if they think there's going 

to be positive outcomes on kids, it'll get done. ... A natural teacher is ultimately 

concerned about kids." 106 said, "Kids' needs drive what we do. We put those 

square in the center of decisions. I think that's the major motivator." The comment 

made by principal 107 indicated that student accomplishments bring satisfaction to 

teachers: "They take joy out of what they see the children accomplishing." "I've got 

a lot of people here who truly believe in kids and love working with them" (111). 

The following statements by 110 and 108 illustrate that people in the organization are 

motivated by aiding children in their learning. "I think it's the joy of seeing kids 

learning that motivates you." "They want to do whatever it takes to get diese kids to 

the next level." 
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Another concept expressed was the belief that teachers were a breed of people 

who are motivated by a desire to serve. When 110 was asked about the motivation 

factor she said, "Service. I think probably most people who go into education are 

service oriented and they feel like they need to do something for humanity." 108 

echoed this concept of intrinsic motivation: "The intrinsic stuff . . . people are in 

this business because they want to help and do something positive for the schools, the 

community, and the children." Principal 104 proudly described a teacher who was 

motivated by intrinsic reward, "I've got teachers now doing it (tutoring) for nothing, 

just because they buy into the process so much, they see how important it is. In fact, 

I argued with one yesterday. I said, 'I can pay you.' She said, 'No, I don't want to 

get paid. This is my way of giving something back." 

Finally, a theme surfaced that indicated that a transactional style of 

management inhibited teacher motivation surfaced. This idea was best expressed by 

principal 112, "I think if you manage people, you cut off their potential. They will 

only perform as to what they feel that expectation is, and if you're the manager, then 

you're the one setting the limits; you're saying you want to do this, this, and this. 

You've taken away part of the passion, part of the fire." 

The research findings regarding employee motivation are condensed in Table 

9. 
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Table 9 

Major Subject Area - Employee Motivation 

Coding Category Sample Supporting Response Data 

Putting Kids First "I think the effect on kids, these people are the type 
of people tiiat if they think there's going to be 
positive outcomes on kids, it'll get done...a natural 
teacher is ultimately concerned about kids." 

"I've got teachers now doing it (tutoring) for nothing, 
just because they buy into the process so much, they 
see how important is is. In fact, I argued with one 
yesterday. I said, "I can pay you." She said, "No, I 
don't want to get paid. This is my way of giving 
something back." 
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Shared Decision Making 

During these interviews, much was said about shared decision making. As the 

data were analyzed, the following themes emerged: shared decisions more effective 

than top down, giving voice leads to ownership, encourage healthy debate, keep 

classroom decisions close to the classroom, and facilitate collaboration. The 

following section will analyze principals' ideas relative to these themes. 

Shared Decisions More Effective Than Top Down 

Most of these principals had experienced top down leadership either through 

observation or personal experience. All were convinced it was an ineffective 

leadership approach. Principal 103 described her experience with directive leadership 

during the previous decade. "It was block management in the 80's. It was really 

sad. Principals made all the decisions, mandated it whether you liked it or not. You 

were told. ... I just don't think that it's the effective way." Principal 110 also 

described the ineffectiveness of directive leadership. "If it's top down and you're 

making the decision, I mean, you know, you walk in the lounge and you can feel the 

looks . . . you know . . . you're at a meeting and everyone's sitting there . . . dead.If 

I said, 'Okay, we're having an open house, get in your classrooms, we're going to 

have different themes and each teacher is going to have four activities.' I mean, 

they'd kill me." 

These principals believed that a collaborative approach was more effective and 

ultimately made the principal's job easier. Principal 104 said, "I'm not smart enough 
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to know everything that I need to know. I've got the best of both worlds, a veteran 

staff who's still motivated. They have lots of expertise, more than I'll ever have, but 

collectively, we put them all together and its amazing what we can accomplish." 108 

communicated the idea that collaboration leads to increased acliievement, "We do a 

whole lot of collaboration. I feel good about it, the staff feels good about it and 

ultimately that trickles down to the students and smdent achievement goes up. The 

collaborative effort is the way to go." 

Giving Voice Leads to Ownership 

A forceful theme in these discussions was that giving people an opportunity to 

share in decision making led to a feeling of ownership and commitment on their part. 

It was clear that these principals believed that if people were allowed to honestly 

share their opinions and ideas that this would lead to increased loyalty and devotion to 

the overall mission of the school. This required that the principal "let go" of power 

and let the collaborative process work. Principal 112 passionately stated, "If you're a 

leader, you have to give them voice. . . . You have to let go; you can't empower if 

you hold on to all the power. If you're leading people and giving them ownership, 

then when it comes time to deal with hardcore issues, those people will step up to the 

challenge." 

The comment by 101 implies that giving people the opportunity to be involved 

in decision making may satisfy a basic human desire to be in control of one's life: 

"By allowing teachers to say, 'These are our concerns,' and then allowing the 
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teachers to discuss, 'This is how we feel that we can solve them,' the satisfaction 

gained from teachers saying, 'You know, I have control over my destiny,' that's a 

very powerful thing." "I think for a school to run effectively, we all have to have a 

say in it. Everyone's voice needs to be heard" (103). "Involving them in the 

decision making so that they feel they're a part of the school" (110). 

The importance of being genuine when giving teachers voice was expressed. It 

cannot be false. Otherwise it can be viewed as manipulative. Principal 104 expresses 

the danger of presenting the symbol of collaboration without true substance: "It means 

having people sharing leadership. Being comfortable enough to ask people's input, 

advice, concerns, and then really using them. I think one of the worst things we do 

is say we empower people, whether it be committees, or site-based decisions and then 

push that aside and do what we want to do anyway." Ill expresses resentment of a 

past administrator who she viewed as a manipulator, "In the past, everything ran from 

the previous principal; he was a good manipulator. People thought they have a voice, 

but he knew what he wanted and he did it. ... So, I believe the shared leadership 

has been a big change. It's made teachers feel more in control of their lives at this 

school." 

Encourage Healthy Debate 

These principals expressed the need to encourage conflicting points of view to 

reach better decisions. It was clear that they were not intimidated by differing 

opinions but honestly believed that the diversity of ideas would lead to better 
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decisions. Principal 111 stated, "We all have different viewpoints. We always try to 

encourage people to talk through it and see if we can't come up with a better solution. 

It's healthy." Implicit in the following comment of 101 is the norm that it is okay to 

express an opinion which is different than the boss': "I encourage dissenting 

opinions. . . . Even if they know I don't agree with it. I try to understand their 

perspective and then I present mine. Then we make a decision." 

The statement by 104 suggests the importance of honestly listening to the 

opinions of others: "They disagree and I think that's important. Don't ask people 

how they feel about something if you don't really want to hear the answer." This last 

statement by 112 implies listening to others during shared decision making can be 

emotional, but if the focus is on the underlying purpose, it leads to satisfaction and 

comraderie. 

"At the end of every year, we take two days where it's just teachers, and it's a 

knock down drag out over realigning curriculum and talking about goals. But it's 

done for the right reason. Even though some people get hot about their topic or 

whatever, when it's over, it's over. That was out of passion about the job. But then 

people will say, 'Okay, let's go to happy hour.'" 

Keep Classroom Decisions Close to the Classroom 

Based upon these discussions of shared decision making, if a "rule of thumb" 

could be established, it would be to keep classroom decisions as close as possible to 

the classrooms or to the people who will be most affected by the decision. The 
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following statements by principals reflect this prevalent theme: "The people who are 

close to the action have to have an important role in how the action goes. . . . 

Obviously, the closer it is to their classroom or curriculum, the more say they should 

have" (102). "Keep the decision making as close as you can to the classroom, to the 

people affected by the decision" (106). "Allowing teachers to decide for themselves 

if they want to include a program in their instruction, if they want to team teach, if 

they want to buddy with a class. When we mandate too much they are not as open to 

change" (103). "Let the people affected by it help make it versus me sitting in my 

little tower here thinking I have all the answers. I rarely do" (106). 

Facilitate Collaboration 

The data revealed that these principals believe an important role of the 

principal is to be a facilitator of the decision-making process. Giving people "voice' 

in a group setting requires that the principal be a skilled facilitator. However, many 

people in schools have not been trained to work productively in groups. Moreover, 

despite the possibility that group decision making will lead to more effective action, 

there are drawbacks which include consuming precious time and wasting time on 

discussions that don't require group action. The following comments reflect these 

dimensions of facilitating collaboration. Principal 109 expressed the desire to 

facilitate synergy: "Leadership is knowing when change might be needed, listening to 

others' ideas and facilitating that. . . . You've got to get other people's ideas and 

their heads clicking and that synergy will slowly move in a direction." 108 
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communicated the need to teach collaboration, "There are certain decisions you have 

to make, but there are a whole lot that you can make collaboratively with folks. I 

think that is key to being a good administrator. Knowing how to do that. Some folks 

don't know how to do that; that facilitating process. I think you need to teach that to 

people." 

The issue of knowing when not to spend time collaborating also surfaced as 

being important. Collaboration is good, but it takes time. Some issues don't warrant 

collaboration. Principal 102 reflects on this dilemma: "The people who are close to 

the action have to have an important role in how the action goes. ... I think the 

difficulty, as a principal, is deciding what people want to have a say in. You can 

beat this thing to death. You can make it so that they're meeting more than they're 

teaching. You have to really look closely at those things they ought to have a voice 

in." Principal 108 said, "There needs to be a balance of shared decision making. 

I've told my staff, 'This is taking too much time away from your classroom; let me 

do that part of it right now.' I struggle with finding that balance; it doesn't come 

easy." The comment of 109 highlights the need for the principal to know when 

collaboration contributes to diminishing remrns. "I personally don't want to be 

responsible for every decision. But, there are certain things, the managerial type of 

things, that they (the teachers) just say, 'Don't bother having a meeting, just do it.'" 

Whereas tiiese principals believe shared decision making leads to better 

decisions, it is not necessarily an easy endeavor, and there are some problems 

associated with the practice. As stated above, sometimes it is difficult to decide in 
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what decisions to include people. Also, as principal 101 said, "The problem with 

shared decision making is that it takes time." Principal 111 said, "Shared leadership 

has been hard because I don't know if it's real defined as to what it looks like." 

Finally, principal 107 expressed the dilenmia of sharing the decision making with 

people who don't have the same level of accountability or responsibility. "I'm fine 

with shared decision making. The problem I have is with shared responsibility. If 

we're all going to make this decision, but I'm the one who takes it in the eye when it 

goes sour, I don't like that idea." 

The research findings regarding shared decision making are condensed in 

Table 10. 

Teacher Instructional Leadership 

These principals see themselves as instructional leaders; they also are very 

aware of the expertise of teachers on their faculty and seek to use it to help others. 

In this way, they magnify the professional power at their schools. The following 

section analyzes principals' perspectives on teacher instructional leadership. 

Teachers Are Experts 

Principal 112 expresses her respect for the expertise of her staff: "We have a 

wealth of knowledge on this campus. Some of it is teachers and some of it is 

classified. . . . We have experts on project approach, math gurus, integrated 

instruction experts. A lot of times I take people from here instead of the district to do 

inservices. We use all this knowledge tremendously." 
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Table 10 

Major Subject Area - Shared Decision Making 

Coding Category Sample Supporting Response Data 

Shared Decisions More Effective 
Than Top Down 

Giving Voice Leads to 
Ownership 

Encourage Healthy Debate 

Keep Classroom Decisions Close 
to the Classrooms 

"If it's top down and you're making the decision, I 
mean, you know, you walk in the lounge and you can 
feel the looks, you know, you're at a meeting and 
everyone's sitting there...dead. If I said, "Okay, 
we're having an Open House, get in your classrooms, 
we're going to have different themes and each teacher 
is going to have four activities..." I mean, they'd kill 
me." 

"If you're a leader, you have to give them voice, you 
have to let go; you can't empower if you hold on to 
all the power. If you're leading people and giving 
them ownership, then when it comes time to deal with 
hardcore issues, those people will step up to the 
challenge." 

"We all have different viewpoints. We always try to 
encourage people to talk through it and see if we can't 
come up with a better solution. It's healthy." 

"The people who are close to the action have to have 
an important role in how the action goes. Obviously, 
the closer it is to their classroom or curriculum, the 
more say they should have." 

Facilitate Collaboration 

"Keep the decisions any money as close to the 
classroom as you possibly can." 

"Leadership is knowing when change might be 
needed, listening to others' ideas and facilitating that. 
You've got to get other people's ideas and their heads 
clicking and that synergy will slowly move in a 
direction." 
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TTiis statement by 111 reflects how she has nurmred and developed teacher 

expertise, "A group of us that now totals almost seventeen, sit down once or twice a 

month to plan meetings and inservices.. I've got people who will inservice and feel 

good about it. I've really tried to use my people. It's been real exciting to see how 

some of these teachers really come alive when they know that they're valued." 107 

said, "Everybody has their expertise in one area or another and they share that with 

the others. . . . I've got some that are strong in technology and I have them do 

inservices for the staff . Some are very good with their creativity and they share that 

with the staff." 109 describes her moment of revelation that teachers are instructional 

l e a d e r s :  " T h e  p r i n c i p a l  i s  a  l e a d e r  o f  l e a d e r s ,  a n d  I  t h i n k  t e a c h e r s  a r e  l e a d e r s .  . . .  I  

came to the point where I thought, 'They're better at this than I am.' I have new 

teachers go in and leam from them. That's what I think my role is as an instructional 

leader." 

Finally, this statement by principal 101 summarized the concept of using the 

expertise of teachers to enhance instruction at the school. "The role of the principal 

is to create things like leadership density, creating mentor teachers, and setting up 

systems where those people go out and train teachers, coach teachers, take over 

leadership responsibilities so we can be freed up to deal with these other issues that 

are coming through the door." 

The research findings regarding teacher instmctional leadership are condensed 

in Table 11. 
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Table 11 

Major Subject Area - Teacher Instructional Leadership 

Coding Category Sample Supporting Response Data 

Teachers Are Experts "We have a wealth of knowledge on this campus. 
Some of it 
is teachers and some of it is classified. We have 
experts on project approach, math gurus, integrated 
instruction experts. A lot of times I take people from 
here instead of the district (people) to do inservices." 

"A group of us that now totals almost seventeen sit 
down once or twice a month to plan meetings and 
inservices. I've got people who will inservice and 
feel good about it. I've really tried to use my people. 
It's been real exciting to see how some of these 
teachers really come alive when they know that they 
are valued." 

"I think teachers are leaders. I came to the point 
where I thought, "They're better at this than I am." I 
have new teachers go and leam from them. 
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Conflict in the Organization 

From the discussions about conflict in the organization emerged the strong 

theme that conflict could be healthy and lead to greater productivity. It was obvious 

that these principals did not shy away from addressing conflict, however distasteful. 

Moreover, they believed conflicts should be dealt with openly and directly. While 

they did not fear addressing conflict, and in some cases worked to surface a hidden 

conflict, they communicated a healthy respect for the delicacy of the issue. 

Healthy Conflict 

Principal 103 said, "I think conflicts can be good. We can leam from each 

other. We're not all the same and because we're different, we sometimes 

complement each other's styles. As long as we can disagree without being 

disagreeable, I think it's healthy." 

The following statements by principals indicate that conflict can and should be 

seen as an oppormnity to grow and develop stronger relationships; "Conflict is 

growth. Whatever has created the conflict, sometimes it's good, most of the time it's 

bad. But if you handle it right, you figure out what the conflict is and bring the 

parties together, typically, after it's resolved, then the bond that's created seems 

stronger than what was there originally" (107). "I think it's healthy. It's not always 

fun to deal with, but I do think it's healthy. It shows me that people are not 

complacent and just letting anything happen, that we all have different view points. 
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We always try to encourage people to talk through it and see if we can't come up 

with a better solution. It's healthy" (111). 

This comment by 106 illustrates the belief that while conflict can lead to a 

"great" resolution, it is a delicate process that requires skillful handling. Moreover, 

he recognized the obstacle in overcoming the general belief that conflict is bad. 

"Conflicting points of view are healthy. Conflicting emotional conflicts will kill a 

school. We try hard to work at ways to bring conflicting points of view out and 

move towards something we can all feel great about, not just okay, not just 

compromise, what Covey called win/win. You keep working on it until you can feel 

great about it. It's tricky. One of the hardest things is to get people to accept the 

fact that conflict can be very healthy and working through it is a technique." 104 

implies that good relationships allow people to disagree, when they might not 

otherwise, ultimately for the benefit of the organization: "I think that one of the 

things that we've been really successful with here is that people feel comfortable 

enough to argue with each other. They disagree, and I think that's important." 

Finally, this comment by principal 112 highlights some of the benefits and 

pitfalls of conflict in a school. "I think it can be a positive thing. I think people are 

lying if they say everything is hunky dory all the time. I think you have to have 

conflict; it's a namral part of change and life. People don't always agree. Conflict 

can become negative if you involve personalities, issues too close to home. Does it 

happen? Yeah, it happens. We just came out of a cycle where one particular grade 

level was strugglmg. They weren't teaming, they were not effective. Our counselor 
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came in, we did team building, fun stuff as well and in 6-8 weeks, they really started 

to come together again. Even what I say needs to be challenged. Somebody needs to 

say, 'Yeah, but what if this? How are we going to handle this?' or, 'I think this.' I 

think conflict can take you a long way in achieving whatever your goal is. I think 

you have to keep it in a positive light and not involve personalities. The conflict must 

be about an issue, different sides of an issue and not about people or values and 

beliefs." 

The research findings regarding conflict in the organization are condensed in 

Table 12. 

The Principal's Changing Role 

These principals believe strongly that their role is changing significantly. 

Using the word changing may be misleading because clearly they perceive their jobs 

not only changing, but growing. The interview data revealed principal perceptions 

are that the job of principal is growing in influence and accountability. 

Many factors contributed to their feelings of increased responsibility. They 

include a fundamental change in the way leadership happens in our current American 

educational climate. Increased demand for collaboration and a larger circle of interest 

groups vies for the time of the school leader. Social conditions that require the 

school to meet basic needs have changed the complexion of school leadership of all 

principals interviewed. They perceive a need for a broader education and skill base 

to meet the needs of a society that is becoming increasingly 
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Table 12 

Major Subject Area - Conflict in the Organization 

Coding Category Sample Supporting Response Data 

Healthy Conflict "I think it's healthy, it's not always fim to deal with, 
but I do think it's healthy. It shows me that people 
are not complacent and just letting anything happen, 
that we all have different viewpoints. We always try 
to encourage people to talk through it and see if we 
can't come up with a better 
solution." 

"Conflicting points of view are healthy. Conflicting 
emotional conflicts will kill a school. We try hard to 
work at ways to bring conflicting points of view out 
and move towards something we can all feel great 
about, not just okay, not just compromise - what 
Covey calls win/win. You keep working on it until 
you can feel great about it. It's tricky. One of the 
hardest things is to get people to accept the fact that 
conflict can be very healthy and working through it is 
a technique." 
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diverse in ethnicity, economic standing, and intellectual ability. Furthermore, the 

monopoly that public education has possessed in the past is eroding with the advent of 

alternative methods of schooling. This has pushed the principal into the world of 

marketing the school to keep and attract clients. 

The coding categories that emerged from this major subject area were; 

increased job description, call for collaboration, change of the boss concept, the call 

for accommodations, the need to be a generalist, on the front lines of social services, 

and the era of leadership. The following section will analyze these principals' 

perceptions of their changing and growing role. 

Increased Job Description 

Principals believe their job description is growing. This statement by 104 

reflects his perception of this trend, "Yeah, I think our role has changed. I think 

there's been, maybe just because I'm tired right now (laughs), but I think there's been 

a lot of added responsibilities. I think you have to do more than just have your 

school run effectively. I think there's a lot of pressure on us and a lot of 

accountability." The following statement by 107 lends some insight into why just 

having your school run effectively may not be sufficient in the growing environment 

of accountability. "The role has changed drastically; it's public relations, it is 

service, listening to everyone's problems, solving everyone's problems, making 

everyone happy from children to board members to parents to teachers to the Orkin 

man who just ran over your sign and put a hole in his oil pan. In fact, I even have 
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people who complain to the sheriffs department over traffic and they tell them they 

need to talk to the principal. "103 said, "I think it takes a strong person, a person 

who's willing to work. You have to be on the floor with those kindergarmers, you 

have to serve lunch, you have to be on the playground, you have to answer phones, 

you have to diffuse parents, you have to know about instruction. There are just so 

many roles we have to play. And on top of it, you have to keep up with current 

research." 

The concept that the principal is becoming more of a figure in the community 

with expectations to make linkages with businesses and other sources of financial help 

was expressed by 109. "You're more of a community public figure. You're not just 

at the school a lot, and for everything, but, by the way, connect with all the local 

businesses, and if you can get some extra money in, that would be great, too." What 

is fascinating, and maybe difficult to believe, is that as these principals were rattling 

off these lists of job expectations, they appeared to be loving their jobs. 

Call for Collaboration 

New expectations of leaders require that they seek input and collaboration 

from their constituencies. Principal 101 believes that the trend toward site-based 

management has significantly contributed to the changing role of the principal, a role 

for which he says principals might not be prepared. "Sites will be more autonomous 

in decision making, which naturally leads to a changing role of the principal, because 

the principal is going to have to become a facilitator and communicator. . . .It's 
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going to require some different ways of making decisions, some skills of consensus 

building, team building, that I don't believe has been in our training." This comment 

by principal 103 reflects her belief that decisions should be made with a broad base of 

input. "We need to show everyone that their voice is important and I have to take 

everybody's ideas and everybody's issues into consideration before we make a 

decision. I don't make decisions alone." 

Much of this call for higher levels of collaboration has been prompted because 

it is believed it leads to better decisions, however, it is the belief of these principals 

that much of the motivation also comes from the state legislature. Principal 101 

states, "There are systems happening right now in the state and national level that are 

going to impact the sites. For example, in 28 states across the nation we've now 

legislated the enactment of site councils in public schools . . . with the idea that there 

will be a devolution of authority from central administration to the sites." Principal 

108 reiterates this idea, "State laws in Arizona are mandating a whole bunch of stuff, 

like councils, collaborative site-based management, assessments; it's forcing a 

different perspective from the principal. He or she cannot be what once was 

acceptable practice: the principal was the boss." 

Change of the Boss Concept 

These principals know that the days of the autocratic principal are gone. 

Principal 101 said, "Principals don't cast out decisions in memos any more." 108 

acknowledges that autocratic leadership isn't done anymore because it doesn't work 
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and would likely result in the departure of the principal. "The new era of education 

is causing us to take a different look at how we apply those boss principals and 

concepts. ... I think that those principals wouldn't last long today because they 

would be driven out by staffs. You have to work more with staff, teachers, and 

different interest groups. You can't just come into school and tell people what to do 

because you say so; that's not going to work anymore." 

This previous statement is a far cry from the description by 107 of the fu-st 

principal he worked for and illustrates the dramatic change school leadership has 

experienced. A change many would agree is welcomed. "My first principal was 

very dictatorial. It was at a time when paddling was the rule. He gave me a lesson 

on how to paddle properly. It was accepted; parents accepted it and the kids bought 

into that philosophy, too." Principal 110 also described this a more durective past in 

school leadership. "When I first started out, principals were more autocratic. They 

told you what do and you didn't cross them." This comment by 107 illustrates how 

conscious principals are of the changing environment of accountability and 

expectations. "Now you have to be very careful raising your voice to a child. I 

chuckle inwardly because I know that when a child gets in trouble here at school, 

I've just gotten in trouble, too, because the parents will be upset that their child was 

in trouble and they'll take it out on me (laughs)." In this comment lies a hidden 

frustration that many of these principals carried, that is, with the increased 

accountability of the school, there is a perception that the level of accountability for 

some parents was waning. When asked about the principal's changing role, principal 
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109 subtly touched on this frustration with this comment; "What I find different here 

is trying to talk to parents about their accountability. I guess that's the big difference. 

There are parents that we spend a lot of time with, ones we're having to meet with 

again and again. We say, 'Here's our part and here's what we'd like you to do to 

support with little Bobby, because he's not doing anything.' And, a lot of times we 

find that the parents are saying, 'Well, no, little Bobby is busy doing this and this and 

this. You do your thing during the day and that's it.'" 

The Call for Accommodations 

The comments above hint at the sense that these administrators feel the school 

and its personnel are being asked to make a greater number of accommodations to 

meet the diverse needs of children. As principal 102 pondered these changes, he 

made this statement: "I think we're expecting more from teachers. I think there's a 

lot of training that needs to happen, more in-depth training than there used to be. . . 

. I think there's much more of a trend towards making 504 accommodations for 

kids." Principal 101 also spoke of this trend to provide different and specialized 

programs for kids with different needs and abilities. "I see the extreme variance in 

children, in expectations for schools happening. That we are the end-all and be-all 

for many programs. There are two programs specifically where I see that happening: 

gifted intelligence, with some movement of self-containing those children, and special 

education." 
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These principals recognize that society is changing and the needs of children 

are changing, but they expressed a willingness to step up to that challenge. Principals 

104 and 112 focused on the bottom line. "We are tending to get more kids that don't 

have the support at home that we wished they had. We're dealing with problems in 

society that we wish we didn't have to deal with. The bottom line for me is that we 

can spend our time taking about what's wrong with things or we can just understand 

that's what we're dealing with and how can we most effectively work with them?" 

(104). Principal 112 expressed a similar idea, "The role of schools has changed 

tremendously; it's always in the media, 'Whose job is it? Is it the family's? Is it the 

school's?' But the bottom line is, somebody needs to do it. We have a job to do." 

The Need to be a Generalist 

These principals expressed their perception that they need to have an ever 

widening knowledge base. They find themselves dealing with a growing variety of 

issues. Principal 101 commented on the phenomenon, "We are now becoming the 

greatest generalists out there. We need to know a little bit about everything, because 

we have to be the sellers and communicators of all these different programs and 

ideas, then you throw in discipline, throw in management." Principal 104 echoed this 

need to expand his knowledge base, "Our jobs have expanded. In the past, if you 

had a legal question, no problem, you call the lawyer. We're expected to know a lot 

of those answers now. We're expected to be current on legislation. These are things 

we should know (laughs), but there was no pressure on us to know." 101 reiterated 
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the need for legal knowledge, "I think legal implications are going to impact 

principals more, we need to be aware of the law, especially in evaluation and special 

education." 

In addition to legal knowledge, these principals expressed a need for greater 

understanding of organizational structures due to their changing organizational 

environment. Principal 104 spoke of his evolution from principal to 

mini-superintendent. "I think that this district's vision of leadership is that we 

become sort of mini-superintendents of our community, of our schools. That's kind 

of an exciting concept, but, it's hard." 101 also spoke of the changing organizational 

structure of schools. "The role of the principal, even in small schools like this, 

means creating things like leadership density, creating mentor teachers, and setting up 

systems where those people go out and train teachers, take over leadership 

responsibilities so we can be freed up to deal with these other issues that are coming 

through the door." 

The knowledge base, according to principal 104, even extends to law 

enforcement as he commented. Til get these phone calls and I'm expected to be the 

neighborhood cop and solve all the neighborhood-sized problems." Far from 

complaining about this role, he reflects on why he believes this occurs. "I've really 

tried hard to think about why that is and I think that one of the reasons is that, with 

as much criticism that the schools take, schools are one of the few institutions that 

were here yesterday, we're here today, and we'll be here tomorrow. I think 

sometimes people don't know where else to turn. If you're doing an effective job. 
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you're building trust, and when there's a problem, when they need you, they'll call 

you for anything." 

On the Front Lines of Social Services 

These principals expressed an increase in providing services, social services, 

that traditionally have been outside of the school's domain. This phenomenon was 

not limited to what could be considered the poorer sections of town. While providing 

social services added a layer of work and responsibility, all were committed to 

meeting the needs of the children in their care. 

One principal of a rather affluent foothills school said, "There are lots more 

single families. I think we need to be social workers more, but you have to ask, what 

does the child need?" Another principal of a school in a more economically needy 

school on the south side said, "The social problems have certainly brought about 

major changes in our jobs. Health services are here, having to care for kids like I 

never grew up seeing. We see situations and home lives that are beyond my 

imagination as a kid. So, yeah, it's changed. I feel like a mother a lot of times, of 

an extended family. But, maybe that's just my personality and not really part of my 

job." 

All the principals interviewed believe they are there to meet the needs of 

children, the needs of the whole child. Principal 112 said, "You have to deal with 

the whole child. Morally right or wrong, they can argue that issue forever, but the 

bottom line is that we have the whole kid in school. ... We treat the whole child. I 
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think that is becoming an expectation of society. The schools are going to fix it. I 

don't care if they have a broken arm - show the school nurse; see if I should take him 

to the hospital. I think that has become the norm. We take care of all of your needs. 

We do breakfast, we do lunch, we do after school programs. We do everything that 

schools weren't always about." 

Despite the fact that schools are meeting needs that they traditionally have not 

met, and principals and school personnel have stepped up to the challenge of meeting 

those needs for kids, the school is now regularly asked to meet the needs of a 

different group, the parents. Many schools have family assistance centers that 

provide food, clothing, and monetary help to parents. Principal 103 expressed the 

concern that in giving aid a school can go too far and weaken the parents' ability to 

be independent. "They're becoming so dependent upon us and the school, that we 

have to be really careful. What we can do is be a g;uide. Say, 'You need to go to 

such and such a place talk about housing. You need to talk about assistance to the 

clothing bank, or you need to ask for assistance with the electric bill. I'm not going 

to do it for you.' If I do it, then I feel I'm disempowering them." 

Marketing the School 

Schools are experiencing a great degree of accountability to an increasingly 

vocal and growing constituency. Faced with dwindling support from the legislamre 

that has not kept pace with the cost of doing business and greater reliance on bond 
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initiatives and override elections has increased the need for the school to market itself 

and present a positive public image. 

Moreover, schools today are facing a competitive challenge. Educational 

alternatives that did not exist five years ago are now common. Consequently, the 

principal has become the chief marketer and public relations officer of the school. 

These principals expressed a keen awareness of this present and growing 

phenomenon. Principal 102 spoke to this issue, "Probably one of the big changes that 

I've seen in the last 10 years is that there's more marketing of public education 

required. We're losing clients. We are doing much more publicity for our schools. 

It used to be if you were doing something cool, you might make a call so people 

would come over. But, now it's more regular and you're searching for them." 

Principal 107 likened the school simation to that of business. "I see the fiimre of 

education as, just like the future of business; you have to be very service oriented and 

very in tune with what the customer wants." 

It was a common theme among these principals to speak of the importance of 

public relations skills. Ultimately, the goal of public relations is to influence the 

public's perceptions of the quality of the school. A great school with a bad reputation 

becomes a bad school in the minds of the public. Principal 110 expressed her 

understanding of this concept. "If you're good at public relations, you have the 

freedom to teach and the parents will do things for the school. If not, you lose their 

trust and life will be miserable. It may be that the school is running fine, but if they 
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don't perceive that, it doesn't make any difference. You know that saying, 

'Perception is the only reality there is.'" 

The Era of Leadership 

A dominant belief of these principals is that principals of the past fit more 

under the domain of management than leadership. And, while some principals 

seemed to express disdain for this past style, most appeared to believe they too were 

managers when they needed to be. The principals interviewed believed their roles 

had changed from being solely managerial to primarily leadership with management 

being secondary. 

Principal 108 made this statement, "Then, my principals were very much 

managerial in namre, and did not have the leadership type qualities that we look for 

now." Commenting on this subject. 111 said, "They were more managers. They 

took care of buildings, which we still do, as principals. But I didn't see the active 

participation." 

Principal 108 made the comment that he believes the change from manager to 

leader occurred during his career, early enough for him to change, but too late for his 

predecessors. "I think that in my tenure as an educator, it has changed. What 

happened to my earlier principals is that they were not in change mode. They were 

toward the end of their career as principals." 

Principal 110 compares the principal's role and attitude of the past with 

today's picture of school leadership. "When I first started out, principals were more 



187 

autocratic. They told you what to do and you didn't cross them. I don't remember 

the type of instructional leadership we do. I think principals are expected to be more 

instructional leaders, they're expected to have more shared decision making, to do 

more action plans, strategic planning, more than just keeping your school running." 

Principal 112 acknowledges that the role has changed but that sometimes 

individuals don't change with the role. "I think the role has changed, but people 

don't always change with the role. We had a vibrant leader replaced with a manager. 

The good old boy network, traditional, old style, like I had when I was in school. 

The role changes, but not always the people." 

One might assume from this conversation that the role of management no 

longer holds a place in the life of a principal, but that is not what these principals 

were saying. It is clear from the interview data that they believed both roles are 

necessary but in today's world, management is the lesser and leadership is the 

greater. 

Principal 106 said, "You lead with people, you manage projects and things." 

And, since there will always be people, projects, and things in schools, schools will 

always need leaders and managers. Principal 101 articulately defined both roles: 

"Management is easier. Management is the day to day operation of the school. It is 

the ability to organize and move information quickly and appropriately. ... It is 

making sure that reports are filled out correctly, that the lunchroom moves smoothly 

by the clock. . . . Management needs to be in place. Leadership is not measured 

within the day. It's difficult to measure except over time. It's a process. It's a 
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direction in which you move with constant attention toward that direction. The 

challenge of leadership is establishing that direction which has buy-in, input, and 

value from the staff so that you're all together on it and constantly focusing toward 

that. You're never there, but you can say we're headed there." 

Finally, this analysis of successful principals would not be complete without a 

glimpse at the reason they would attempt such a physically exhausting, 

mind-challenging job. This final comment of principal 109 is reflective of what all 

these principals expressed in some way: "I love what I do . . . and there are 

principals out there who are enthusiastic, love what they do, enjoy every moment, 

listen to their staff, listen to their kids and parents, and aren't stick in the muds. 

They'll do things right, but will also do the right thing, even when it rips your guts 

out. Sometimes the right thing does. But you do it. It's rewarding, it's challenging, 

it's satisfying." 

The research findings regarding the changing role of the principal are 

condensed in Table 13. 

Administrative Pre-Service Reform 

In this section I will analyze these principals' responses to questions about 

their graduate administrative pre-service education. As stated in the principals' 

profile, all of the respondents did their administrative graduate work in Arizona. 

From the interview data emerged the following themes: adequacy of pre-service 
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Coding 
Category Sample Supporting Response Data 

Increased Job 
Description 

CaU for 
Collaboration 

Change of the 
Boss Concept 

Call for 
Accommodation 
s 

The Need to Be 
a 
Generalist 

"The role has changed drastically. It's public relations, it is 
service, listening to everyone's problems, making everyone 
happy from children to board members to parents to teachers to 
the Orkin man who just ran over your sign and put a whole in 
his oil pan. In fact, I even have people who complain to the 
sheriffs department over traffic and they tell them they need to 
talk to the principal." 

"Sites will be more autonomous in decision making, which 
naturally leads to a changing role of the principal, because the 
principal is going to have to become a facilitator and 
communicator. It's going to require some different ways of 
making decisions, some skills of consensus building, team 
building, that I don't believe has been in our training." 

"The new era of education is causing us to take a different look 
at how we apply those boss principles and concepts. I think 
those principals wouldn't last long today because they would be 
driven out by staffs. You have to work more with staff, 
teachers, and different interest groups. You can't just come 
into school and tell people what to do because you say so. 
That's not going to work anymore." 

"I think we're expecting more from teachers. I think there's a 
lot of training that needs to happen, more in depth training than 
diere used to be. I think there's much more of a trend towards 
making 504 accommodations for kids." 

"We are now becoming the greatest generalists out there. We 
need to know a little bit about everything, because we have to 
be the sellers and communicators of all these different programs 
and ideas, then you throw in discipline, throw in 
management..." 
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Table 13, continued 

Coding 
Category Sample Supporting Response Data 

On the Front 
Lines of Social 
Services 

Marketing the 
School 

The Era of 
Leadership 

"The social problems have certainly brought about major 
changes in our jobs. Health services are here, having to care 
for kids like I never grew up seeing. We see situations and 
home lives that are beyond my imagination as a kid. So, yeah, 
it's changed. I feel like a mother a lot of times of an extended 
family." 

"I think that is becoming an expectation of society - the schools 
will fix it. I don't care if they have a broken arm; show it to 
the school nurse, see if I should take him to the hospital. We 
take care of all your needs. We do breakfast; we do lunch; we 
do after school programs. We do everything that schools 
weren't always about." 

"Probably one of the big changes that I've seen in the last 10 
years is that there's more marketing of public education 
required. We're losing clients. We are doing much more 
publicity for our schools. It used to be if you were doing 
something cool, you might make a call so people would come 
over, but, now it's more regular and you're searching for 
them." 

"Then my principals were very much managerial in nature and 
did not have the leadership type qualities that we look for now." 

"They were more managers; they took care of buildings, which 
we still do as principals. But I didn't see the active 
participation." 

"When I first started out, principals were more autocratic. 
They told you what to do and you didn't cross them. I don't 
remember the type of instructional leadership that we do." 
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education, strengths of the pre-service experience, weaknesses of the pre-service 

experience, and perceptions of skills that need to be taught in a school administration 

pre-service graduate program and recommendations for improvement. 

Adequacy of the School Administration Pre-Service Program 

When these principals were asked about the adequacy of their graduate 

pre-service education, the response was direct and very similar in sentiment. They 

viewed their pre-service education as inadequate in preparing them to perform in their 

jobs as school principals. The following comments were in response to a question 

about the adequacy of their formal administrative graduate work. The researcher has 

included the initial response of each of the respondents because their words carried a 

clear message coupled with strong feelings. 

"Is pathetic too strong of a word? The reason I used that word is that when I 

went through the program there was a state mandate that all teachers had to get 

masters, which I believe diluted the interest in the programs. There was a constant 

negotiation of work assignments and discussions within the classes themselves. I 

think that you need to have students who are truly interested in administration in those 

programs or at least interested in openly discussing it and not believing that it's some 

sort of mandate that they're meeting" (101). Clearly the preceding statement reflects 

the frustration of an individual who found himself in a class of people not serious 

about the study of school administration. 
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"It wasn't adequate at all. I think the only course that I can really put my 

finger on that was helpful to me, that I use a lot, was school law" (102). 

"I can think of nothing of value. Nothing which is an example. I think we 

needed more direct experience in administration and we didn't get it" (103). 

"Uhhnunm . . . you know, I don't know. Mixed emotions, I guess. 

Somewhere down the middle. I had some really good, positive, meaningful classes 

and had others that I wouldn't give you two cents for. ... I didn't feel like I learned 

a whole bunch. I became the Dean of Students while I was going through my 

leadership training, so, that gave me sort of a baptism by fire and on the job training. 

I could take my daily experiences and bring those back to class and say, 'Wait a 

minute. This is what really happens'" (104). 

"No, it wasn't adequate, but I won't slam the program because it probably 

contributed in some way or another, but I learned a lot by self-study" (106). 

"No, things that are the real world when you're a principal are not addressed. 

I really liked their program. I liked how involved they were, how they would get us 

out into different areas, but they still missed the boat in a number of areas" (107). 

"I would say my pre-service was inadequate. I think the key that was missing 

was the practitioner's side of it" (108). 

"Well, actually, I don't think it was adequate. I remember thinking it was 

wishy-washy, weak, and not practical at all. Maybe the law class was, but everything 

else was just this smff out there and read a chapter. It was not really "brass tacks." 

It was not cormected to the real world. And, they didn't see a need for that!" (109). 
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"I don't remember a thing that helped me" (110). 

"No, it didn't prepare me, other than them saying, 'You've got to do your 

internship.' That portion was helpful. But I don't ever feel like we went back and 

did a lot of discussion about what we saw; that could have helped us" (111). 

"Acmally, for the most part, a couple of classes were a waste, but a lot of my 

experiences in administration I had before I took the courses, so that may have 

helped. I really related when we spoke of issues. If I had been a classroom teacher 

taking those same courses, I don't know if they would have meant as much to me" 

(112). 

Strengths of the Pre-Service Program 

The overall opinion of their pre-service education was rather low, however, 

these principals did cite several strengths of the programs. Clearly principals believed 

the class that had the most practical value were the school law courses. In addition, 

classes on organizational theory were looked upon favorably. Other strengths 

included simulated experiences, cohort smdy groups, and their internships. The 

following interview data reflect the principals' opinions of program strengths. 

"I think the strengths that I found were classes on law, change theory, and 

organizational theory. These were classes taught by people that were in the school 

systems and I think that was a strength. There was also a network that was built 

within the smdents who wanted to become administrators, that bounced ideas off each 

other, that was a strength. A group of us went through almost in a cohort. The other 
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strength was that it was convenient. It was in the evenings and that made it 

accessible" (101). 

"I think the only course that I can really put my finger on that was helpful to 

me, that I use a lot was school law. The internship was helpful" (102). 

"The role-playing that we did during the principalship was helpful. 

Educational law helped me to become familiar with policy. We had a lot of study 

groups; that was good. We supported each other. We'd talk about different issues in 

the schools that we were at" (103). 

"One of the things I really did find valuable in my leadership training was a 

lot of in-basket experiences. You could deal with real live kinds of situations and get 

feedback fi-om those" (104). 

"I took three law courses and those were the best course I took; the most 

helpful and most useful" (107). 

"I remember the law classes; other than that I don't remember what I learned 

there" (106). 

Weaknesses of the Pre-Service Program 

Although the interview data revealed that principals clearly viewed their 

pre-service experience as inadequate, they did not articulate in detail the specific 

weaknesses of the programs. Most of the criticism came in the form of comments 

reflecting a lack of relevance and practicality to the practitioner's world of school 

administration. Specific weaknesses that were mentioned included lack of curricular 
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cohesion, lack of practical applications and experiences, and low academic rigor. 

Principal 101 made this statement, "There was no cohesion or connectedness to the 

classes. They were taught by adjunct faculty at sporadic times with sporadic goals 

with no cohesive policy idea. There was no internal cohesion to the program to 

reinforce certain skills that were appropriate. There were many professors who were 

not in the field any longer, who were retired, who were doing this because it was an 

interest of theirs, but they hadn't been in touch for a while and they tended to teach 

what they found interesting and not necessarily what was applicable to the program. 

We never had a course, which I'm still surprised, on child development regarding 

when children are age appropriate for certain types of learning." 

This comment by 108 describes the perception that the pre-service experience 

lacked practical experiences and relevance. "The key that was missing was the 

practitioner's side of it" (108). Principal 102 conraiented on the lack of "intellecmal 

challenge." 

Knowledge and Skills Needed for the Princioalship 

From the discussions with principals emerged some specific skills that they felt 

were important to successfully do their jobs. Clearly, these principals felt their jobs 

were so expansive that the thought of learning it all in pre-service course work was 

somewhat overwhelming. Principal 101's statement, "The job is so complex, you 

can't possibly do it all!" was reflective of these administrators' attitudes. 
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Nevertheless, the following list of skills needed is what emerged fi-om the interview 

data. 

Group Processing Skills: 

• Facilitating shared decision making 

• Facilitating consensus 

• Mediation/conflict resolution 

• Facilitating vision development 

• Facilitative leadership 

Knowledge of School Law: 

• Due process 

• Privacy laws 

• Speech rights 

• Teacher dismissal/documentation 

Budget Issues 

Instructional Leadership: 

• Cognitive development of children 

• Instructional delivery models 

• Clinical supervision/coaching 

• Summative evaluations 

• Development of behavioral plans 

Special Education Issues: 

• 504 law 



• The I.E.P. process 

• Due process for Special Education students 

Marketing: 

• Public relations skills 

Communication: 

• Effective oral conmiunication 

• Effective written communication 

Leadership Theory: 

• Abstract reasoning 

• Transactional/transformational leadership 

• Human relations skills 

• Situational leadership 

• Time management skills 

• Strategic planning 

Personnel Issues: 

• How to hire/fire 

• Documentation strategies 

Recommendations for Improvement of Pre-Service Programs 

The interviews surfaced several recommendations for improving pre-

education for school administrators. 
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Develop a body of knowledge and create a cohesive curriculum to 

systematically teach those skills. This would address the concerns that there was "No 

internal cohesion to the program to reinforce certain skills that were appropriate" 

(101). 

Tie theory with real examples of the theory in practice. Principal 112 related 

the positive experience of having a professor use this technique. "I would use 

practical experiences. P.C. was very good about using actual cases when we talked 

about law; that made it much easier to understand. When you read the book, you 

don't have a clue. It has to be real life. The same thing we have teachers do with 

kids needs to happen on a graduate level as well." 

Provide interns with a curriculum to learn during their internship. This would 

provide direction and specific learning objectives for the student to learn during the 

internship. Without this, the learning could be hit or miss depending upon the 

perspective of the cooperating administrator. In addition, provide questions that 

graduate students can ask practicing principals that will reinforce and give relevance 

to theory taught in the classroom. The comments by 111 reflect this need: "I had 

my principal at my school, but I diink that it would have been more helpful to me to 

have gone and met up with other principals and specifically had questions to ask them 

about how they did things." 

Make principals proficient evaluators of teaching. Have them simulate 

evaluations of teachers. Teach them to script and coach so that they become 

knowledgeable of teaching models and credible instructional leaders. "Get them to 
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teach how to coach teachers on their teaching. Have them spend time with teachers, 

watching them, video taping, whatever it takes" (106). 

Include more practical, hands on experiences. These might include in-basket 

and assessment center simulations. "One of the things I really did find valuable in 

my leadership training was a lot of in-basket experiences" (104). 

Make assignments more relevant by acquiring the actual instrument used by a 

district to accomplish an administrative function. This might be an acmal budget, 

evaluation instrument, parental concern form, etc. "If you're learning to do 

evaluations, then take the evaluation instrument from districts and use them, analyze 

why they work, and why they don't" (110). 

Include more practitioners in teaching administrative courses. "I think it's 

important that the instructors have done it, have been a building principal at some 

level or another. Somebody who can come in and say, 'This is what happened to me 

today; what would you do? This is what I did and why'" (109). Also include some 

new principals as speakers or instructors. "I think finding some principals who are 

new in their careers as principals would be really effective, because those people are 

struggling with first year issues. My first year problems were not the same as my 

second year problems" (107). 

The research findings regarding educational administration pre-service reforms 

are condensed in Table 14. 
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Table 14 

Major Subject Area - Administrative Pre-service Reform 

Coding Category Sample Supporting Response Data 

Adequacy of "Is pathetic too strong of a word? The reason I used that 
Pre-Service word is that when I went through the program there was a 
Program state mandate that all teachers had to get masters, which I 

believe diluted the interest in the programs. ... I think 
that you need to have students who are truly interested in 
administration." 

"I would say my pre-service was inadequate. I think the 
key that was missing was the practitioner's side of it." 

"I don't think it was adequate. I remember thinking it was 
wishy-washy, weak, and not practical at all...it was not 
connected to the real world." 

"I think the strengths that I found were classes on law, 
change theory, and organizational theory. These were 
classes taught by people that were in the school systems and 
I think that was a strength. There was also a network that 
was built within the students who wanted to become 
administrators, that bounced ideas off each other; that was a 
strength." 

"There was no cohesion or coimectedness to the classes. 
They were taught by adjunct faculty at sporadic times, with 
sporadic goals with no cohesive policy idea. There was no 
internal cohesion to the program to reinforce certain skills 
that were appropriate. There were many professors who 
were not in the field any longer, who were retired, who 
were doing this because it was an interest of theirs, but they 
hadn't been in touch for a while and they tended to teach 
what they found interesting and not necessarily what was 
applicable to the program. We never had a course on child 
development regarding when children are age appropriate 
for certain types of learning. 

Strengths of 
Pre-service Program 

Weaknesses of 
Pre-service Program 
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Table 14, continued 

Coding Category Sample Supporting Response Data 

Knowledge and Skills Group Processing Skills 
* Facilitating shared decision making 

Needed for the * Facilitating consensus 
Principalship * Mediation/conflict resolution 

* Facilitating vision development 
* Facilitative Leadership 

Knowledge of School Law 
* Due Process 
* Teacher dismissal/documentation 

Budget Issues 

Instructional Leadership 
* Cognitive development of children 
* Instructional delivery models 
* Clinical supervision/coaching 
* Summative evaluation 

Special Education Issues 
* 504 law 
* The LE.P. process 
* due process for special ed. students 

Marketing 
* Public relations 

Communication 
* Effective oral communication 
* Effective written communication 

Leadership Theory 
* Abstract reasoning 
* Transactional/transformational 
* Human relations 
* Situational leadership 
* Time management 
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Table 14, continued 

Coding Category Sample Supporting Response Data 

Knowledge and Skills 
Needed for the 
Principalship 

Recommendations for 
Improvement of Pre-
service Programs 

* Strategic Planning 

Personnel Issues 
* How to hire/fire 
* Documentation strategies 

Develop a body of knowledge and create a cohesive 
curriculimi to systematically teach those skills. 

Tie theory with real examples of the theory being used in 
practice. 

Provide interns with a curriculum to leam during their 
internship. 

Make principals proficient evaluators of teaching. 

Include more practical, hands-on experiences. 

Make assignments more relevant by acquiring the actual 
instrument used by a district to accomplish an 
administrative function. 

Include more practitioners in teaching administrative 
courses. 
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CHAPTER 5 

SUMMARIES, CONCLUSIONS, RECOMMENDATIONS 

This chapter will provide summaries, conclusions, and recommendations as 

they pertain to the three research questions that have guided diis study. 

The first section will include a summary of the comparison of the current 

literamre on effective school leadership and the perceptions of 11 successful 

elementary school principals in southern Arizona. Conclusions will be drawn firom 

this comparison and recommendations for future practice will be made. 

The second section will include a summary of the comparison between the 

performance standards of the leadership domain as presented by the National Policy 

Board of Educational Administration in its publication. Principals of Our Changing 

Schools: Knowledge and Skill Base (1993), and the perceptions of successful 

principals involved in this study. Conclusions will be drawn from this comparison 

and recommendations made for fiimre practice. 

The third section of this chapter will provide a summary of the comparison of 

the current literamre on educational administration pre-service reform with the 

perceptions of pre-service education with the successful elementary principals 

interviewed for this study. From this comparison conclusions and recommendations 

will be made for fumre practice. 
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Research Question 1 

1. What leadership behaviors do successful elementary school principals 

believe are necessary to effectively lead a school and how do these perceptions 

compare to the descriptions in the current literature on effective school leadership? 

The literature on school leadership describes the evolution of the principal's 

role from that of an autocratic manager of programs during the 1960s and 1970s to a 

transformational leader in the 1990s. Although they rarely used the terminology of 

transformational leadership, the principals in this smdy demonstrated an acute 

awareness of this transition to transformational leadership. One principal reflected on 

this continuing role change. "Sites will be more autonomous in decision making, 

which namraliy leads to a changing role of the principal. The principal is going to 

have to become a facilitator and communicator. . . . It's going to require some 

different ways of making decisions . . . some skills of consensus building. It means 

creating things like leadership density . . . mentor teachers, and setting up systems 

where those people go out and train teachers and take over leadership 

responsibilities." The comment of this principal accurately describes some of the 

characteristics of what modem researchers are calling transformational leadership. 

Moreover, current researchers are saying that if schools are going to be effective in 

the future, principals must demonstrate transformational leadership behaviors 

(Hallinger, 1992; Leithwood, 1992). The following section will describe critical 

attributes of transformational leadership and compare them with the interview 

response data from the informant principals of the smdy. 



205 

The Transformational Principal 

Intrinsic Needs and a Compelling Sense of Purpose. Bums (1978), in his 

ground-breaking studies of political leaders, stated that a transformational leader 

awakened an intrinsic need in the follower which motivated them to high levels of 

performance and commitment. Sergiovanni (1992) observed the same phenomenon in 

his studies of school leaders. In contrast, transactional leadership, while having the 

effect of achieving short term objectives, was inefficient in the long run because it did 

not motivate after the tangible, extrinsic rewards or coercive elements had been 

removed (Bums, 1978). 

Data from the responses of principals in this smdy indicate that these 

principals believe their staffs are intrinsically motivated by the "need" to help 

children succeed. This notion is supported by these comments contained in the 

response data: "They want to do whatever it takes to get these kids to the next 

level," and "Kids' needs drive what we do. We put those square in the center of 

decisions. I think that's the major motivator." It appears that the intrinsic element 

that sparks the fire of transformational motivation among school personnel is the 

passionate desire to help kids succeed. 

Leithwood (1994) states that the transformational leader infuses meaning and a 

compelling sense of purpose into the routine activities of the school day. One may 

conclude that the awakening of the intrinsic need to help children succeed and grow 

may also give meaning to seemingly mundane school functions. The instructional 

aide doing playground duty may view it as his or her duty to provide protection and 
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security to children. A teacher checking papers may see it as an opportunity to 

provide valuable feedback and guidance to a child. 

Possibly the most obvious theme ±at surfaced from the response data was the 

single mindedness of each principal to put children's needs in the center of their 

decisions. The respondent principals continually spoke of highlighting among their 

staffs this single motivating force. It became the essence and source of all their 

leadership behaviors. This single and simple frame of reference cannot be missed in 

the response data. It permeated the interview discussions. It is the opinion of the 

researcher that the impact this philosophic viewpoint had on these principals' 

leadership paradigms cannot be overstated. This perspective undoubtedly awakened 

within themselves, and those they led, the desire to help another human being, more 

specifically, children. 

These principals also spoke of caring staffs who wanted to give something to 

their community. The awareness of an educator's desire to perform public service 

appears to be another dimension of awakening an intrinsic need which leads to 

transformational change. One principal described this service mentality. "I think 

probably most people who go into education are service oriented and they feel like 

they need to do something for humanity." 

The words of Victor Frankl (1959) seem an appropriate conclusion of the 

discussion on intrinsic needs and compelling purpose. "Striving to find a meaning in 

one's life is the primary motivational force in man." 
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Visionary Leadership. A critical attribute of transformational leadership is that 

the leader have and communicate a vision of the ideal school (Bennis, 1989; Beck & 

Murphy, 1993). Saskin (1988) outlined three behaviors of the visionary principal; 

(1) The principal must construct a vision of the ideal school; (2) The principal must 

see that the vision is implemented through actions such as stories, ceremonies, and 

rituals; and (3) The principal must model the vision with personal integrity and 

honesty. Furthermore, the vision should be created with the input of significant 

numbers of stakeholders representing different elements of the school community 

(Conley, 1991). 

These principals demonstrated an awareness of the importance of vision to 

school leadership and described engaging in the three vision behaviors described by 

Saskin. "If you don't have vision, you're managing." This principal's comment 

implies that the element of vision allows one to operate in the transformational 

domain, and the lack of vision relegates one to the transactional domain. The 

following principal statement describes the powerful effect of a worthy vision 

communicated. "I watched her transform people. I mean, she was an amazing 

visionary leader. She had the vision and she was very, very adept at getting people to 

understand and believe in that vision and to make it their own." 

These principals described sharing the vision in a variety of ways. One said, 

"A portion of the vision is on our mural when you walk into the front door, so it's 

always there." Another spoke of regular assemblies where he used his "pulpit time" 

to share the vision. One principal said, "You have to communicate the vision, you 
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have to talk about it, every day and make sure other people know it, believe it, want 

it, and work for it." All principals communicated that they grabbed every 

oppormnity to communicate their vision to their faculties and the community. They 

conveyed the vision with words, actions, symbols and ceremonies. 

Sergiovanni (1991) spoke of the principal as being the "head follower" of the 

shared vision. The response data evidence was abundant and compelling regarding 

the principals' understanding of the need to live and model the vision. "I try to 

communicate a vision, a mission, by being committed to that, whatever that is, by 

showing people and living the vision and being a role model." In light of the data, it 

is the opinion of the researcher that these principals viewed themselves as a living 

metaphor of what they perceived to be the collective values and vision of the school. 

They were acutely aware of their responsibility to speak and behave in ways that were 

congruent with their expressed vision. 

If we examine vision in light of its role in nourishing the transformational 

phenomenon, we may conclude that vision is the objective and extrinsic tool which a 

principal uses to awaken the intrinsic and subjective motivational desire in the heart of 

the follower. Vision is the catalyst which awakens and meets the subjective needs 

(inspiration, loyalty, compassion) of which Bums (1978) speaks. Vision is that which 

can be shared between people. 

While these principals displayed an awareness and appreciation of the value of 

vision, only one spoke of a systematic approach to developing vision as a collective 

endeavor among the faculty and community. Considering the importance that the 
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current literature and these principals place on vision, this researcher concludes that 

elementary school principals need to know how to go through a process of group 

vision building. Most spoke of it intuitively and not from an objective knowledge 

base. If we accept that shared vision development and implementation is essential to 

transformational leadership, it must not be left only to the intuitive inspiration of 

individual principals. It appears that these principals need a systematic approach to 

developing a collective vision. 

Followership Leads to Empowerment. One of the fundamental goals of 

transformational leadership is to develop the phenomenon of "followership" in the 

organization. Followers are those people in the school who are motivated by a 

compelling vision and a deep desire to accomplish that vision (Kelly, 1988). 

Followers are better understood when compared with "subordinates." Subordinates 

are those who are motivated by human authority and positional power, i.e., 

transactional leadership. Hence, they do the job and little more (Sergiovanni, 1991). 

Followership, in a sense, is a state of mind of an individual in the 

organization. Effective followers are those who think for themselves and are guided 

by organizational norms and values. They care about what they are doing and believe 

there is meaning to their work. They align their behavior with the values of the 

organization and do not require close supervision. The quality of followership in an 

organization is an effective measurement of the quality of transformational leadership 

in the organization (Bums, 1978; Kelly, 1988; Sergiovanni, 1991; Gardner, 1995). 
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Followership is an essential element which allows the leader to empower an 

individual. Empowerment is the freedom one has to act in such ways that strengthen 

and support the shared values of the organization (Sergiovanni, 1991). 

The response data were forceful in supporting the assumption that these 

principals have a good understanding of this relationship between clearly understood 

organizational values and empowered action. This principal's conunents are 

representative of the group. "You have to communicate with them what your vision 

is, where you headed as a school. . . . Then you have to trust them to be accountable 

and professional. . . . From my office I can't reach 720 kids, no matter how much I 

want to. ... I have to be able to empower that teacher to feel passionately about 

those kids and do what they have to do to get that kid where he needs to be." 

These principals demonstrated an understanding regarding the importance of 

creating a followership that leads to empowerment. This is foundational to 

successful, transforming leadership. However, the literamre suggests that principals 

in general have only a vague objective understanding of transformational leadership 

and have experienced confusion and anxiety when expected to behave in the 

transformational framework. The respondent principals appear to fit with this general 

finding of principals' understanding of transformational leadership. Whereas, the 

respondent principals appeared to have an inmitive knowledge of this style of 

leadership, very few used the specific language. When one principal, who had 

recently completed his masters work in educational administration, was asked about 

transformational leadership, his response was, "What is it?" 
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This leads the researcher to conclude that most principals have a poor 

objective understanding of the transformational epistemology. Only two of the 11 

principals interviewed used the term transforming or transformational and these two 

only used the term in a cursory manner. Never did they refer to this leadership 

framework in a way that suggested they understood how the critical elements of this 

leadership approach fit together under the umbrella of transformational leadership. 

This is not to say that they did not have a clear understanding of many of the 

important dimensions of transforming leadership, but the researcher doubts they 

would be able to articulate how these critical elements align under the domain of 

transforming leadership. It is important to note that a direct question about 

transformational leadership was never asked of the respondents. This is because it 

was the desire of the researcher to emerge from the respondent principals their 

perceptions of effective leadership without prompting any one leadership 

epistemology. It is the opinion of the researcher that the respondents' vague 

conception of the transformational paradigm will hinder their ability to consciously act 

in accord with this framework and will limit his or her overall effectiveness. 

Collaborative School Culture - Sharing Decisions. The literature contains 

conclusions that the failure of the change efforts of the 1960s and 1970s was because 

these efforts were designed by people outside the school community and were given 

to schools in a top down directive fashion that dampened school personnel's 

motivation to carry out the programs (Fullan, 1991; Hallinger, 1992). One of the 

goals of the effort to restructure schools in the 1990s was to empower those closest to 
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students in the classroom to make wise educational decisions which would contribute 

to educational effectiveness (Hallinger, Murphy & Hausman, 1992). Collaborative 

school culmres have been found to contribute to a school's effectiveness (Rosenholtz, 

1989). Leithwood (1992) found that transformational principals help develop shared 

decision-making processes. 

The response data demonstrate that all of these principals were very supportive 

of creating a collaborative culture of shared decision making. The vast majority of 

the data indicated that they believed this process lead to better decisions. 

Furthermore, there was some evidence that supported the idea that shared decision 

making contributed to a condition of greater harmony between teachers and 

administrators which had the effect of diminishing the numbers of teachers active in 

the teachers' union. 

One of the challenges that the majority of the informant principals expressed 

regarding shared decision making was the need to teach staff and community members 

about shared decision making and how to engage in the process. Ironically, they 

found themselves in the role of teaching others how to engage in the process of shared 

decision making, despite the fact that all but two principals expressed that they had no 

formal training in facilitating shared decision making. Two principals had received 

facilitative leadership training through their district; the other principals had no 

training. The principals recognized that they needed to be in the role of facilitator, 

however, this was sometimes difficult because others in the organization would expect 

them to be the role of leader and decision maker. Consequently, these principals 
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were faced with the job of teaching others about, not only the structure of this new 

school governance fiamework, but also its worthiness. 

In addition to knowing how to facilitate decision making and how to teach that 

to others, the principals expressed their struggle in determining when to include others 

in collaboration. The bulk of the principals spoke of some degree of frustration from 

observing teachers whose energy was being taken from their primary task of 

classroom instruction due to various committees and other decision-making processes. 

This situation was frustrating to both teachers and administrators. Hence, the data 

reflected a concern that shared decision making could and did lead to diminishing 

returns. The principal's job was to find the right balance. 

The response data reveal that these principals are demonstrating, to the best of 

their ability, the transformational characteristic of shared decision making. The 

findings of the literamre and these principals comments on collaboration leads the 

researcher to conclude three things. First, it is the perception of these principals that 

collaboration and shared decision making contributes to more effective decisions and 

is a desired and healthy element of school leadership. Next, the principal needs to 

know how to facilitate and teach the process of collaboration. In addition, he or she 

needs to be able to communicate the value of shared decision making. Finally, The 

principal should understand that unnecessary collaboration can lead to frustration due 

to time consuming group decision making. It appears that principals need a 

framework which will guide them in deciding when to facilitate collaboration. 
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Surface and Address Conflict. The literature states that transformational 

principals try to surface and address conflict as opposed to suppressing it (Conley & 

Goldman, 1994). Furthermore, they actively listen to differing points of view and 

consider them when making decisions (Leithwood & Steinbach, 1991). 

The response data from this study overwhelmingly support the assertion that 

these principals were engaging in this transformational behavior. Without exception, 

they saw conflict as something to address as opposed to avoiding. While conflict 

could be somewhat uncomfortable in the short run, all felt that if approached 

correctly, it could contribute to better decisions and work conditions. Clearly, these 

principals wanted to create a culmre where conflict could be addressed openly and not 

smffed away. 

Despite their willingness to confront conflicts in the school, these principals 

recognized the delicate nature of this process. The following comment from the data 

describes the potentially volatile and destructive namre of conflict and how skill in 

mediating is critical. "Conflicting points of view are healthy. Conflicting emotional 

conflicts will kill a school. We try hard to work at ways to bring conflicting points 

of view out and move towards something we can all feel great about, not just okay, 

not just compromise, what Covey called, 'win/win.' You keep working on it until 

you can feel great about it. It's tricky. One of the hardest things is to get people to 

accept the fact that conflict can be very healthy and working through it is a 

technique." 
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The literature on conflict and the response data of this study leads the 

researcher to make the following conclusions: Principals need to understand and 

communicate the healthy dimensions of conflict. This may amount to a paradigm 

shift in the minds of many principals and staff members who are accustomed to 

thinking that conflict should be avoided. Whereas, these principals perceived that 

they were dealing with conflict in a constructive manner, no principals had received 

formal training on conflict resolution. Consequently, it is the opinion of the 

researcher that principals need formal training in mediating conflict and using it to 

bring about better decisions for the school. 

Teachers as Instructional Leaders. One of the goals of the restrucmring 

movement of the 1990s was for the principal to create new roles and responsibilities 

for all the stakeholders of the school system (Hallinger, Murphy, & Hausman, 1992). 

Furthermore, the transformational principal was to be a leader of leaders and to foster 

the development of teachers as instructional leaders (Hallinger & Hausman, 1993; 

Leithwood, 1992; Barth 1990). 

The response data from the smdy showed that these principals were engaging 

in this transformational behavior. Virtually all of the respondent principals spoke of 

using teachers in an instructional leadership capacity. A theme in the data which was 

apparent but less strong was that these school leaders felt it as absolutely necessary to 

use teachers in leadership capacities, not just capitalize on their instructional 

expertise, but also because their jobs were being so impacted with other duties. 

These duties included such things as meeting with parents who "wanted to speak to 
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the principal and the principal only," or dealing with a variety of public relations 

related activities. 

The response data were rich with examples of principals' delight in observing 

teachers step up to leadership roles in the school. These comments from the data are 

reflective of the principals' views regarding their perceptions of the desirability of 

using teachers as instructional leaders. "A group of us . . . sit down once or twice a 

month to plan meetings and inservices. I've got people who will inservice and feel 

good about it. I've really tried to use my people. It's been real exciting to see how 

some of these teachers really come alive when they know that they are valued." 

"The role of the principal is to create things like leadership density, creating mentor 

teachers, and setting up systems where those people go out and train teachers, coach 

teachers, and take over leadership responsibilities so we can be freed up to deal with 

these other issues that are coming through the door." 

There was much evidence in the data suggesting that principals believed they 

possessed among their faculties a vast resource of profession skill. However, finding 

time to utilize this expertise was somewhat of a struggle. One principal indicated that 

his staff had developed an early release schedule, which had been approved by the 

school district, and allowed regular time for team planning and school inservices, but 

this was not the case with the other principals. Furthermore, since expert teachers 

were busy teaching their own smdents during the day, it was difficult for them to get 

away to coach or demonstrate a lesson for other teachers. There appeared to be a 
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need for a budget to hire substitutes or creatively use other personnel to cover the 

classes of the instructional coach. 

The literature and the comments of the principals in this study leads the 

researcher to conclude that schools and school districts should develop systems which 

allow teachers to develop and share their instructional expertise with their colleagues. 

This is not as easy as it sounds because, due to the nature of school schedules, 

teachers are all busy teaching their own students at the same time. The development 

of these systems are often dependent on budgetary and scheduling decisions that are 

traditionally beyond the control of the local school. That is to say that decisions 

which allow local schools to hire additional staff or change the configuration of 

smdent contact time are generally not decisions made by individual schools due to the 

interdependence schools in a district have and forces which come to bear to insure a 

degree of consistency among schools in a district. It is an area that is in need of 

creative problem solving and systems to address this need. 

Builder of Trusting Relationships. Joekel, Wendel, and Hoke (1994) in their 

smdy of "outstanding" principals emphasized the need for school leaders to engage in 

positive human relationships which nurtured trust and respect among members in the 

organization. Their finding is congruent with the response data of this study. The 

informant principals stressed the importance of having personal integrity and honesty 

as they developed trusting relationships with students, parents and staff. These 

positive relationships created a climate conducive to transformational change. The 

desire of these principals was to demonstrate a loyalty to core beliefs that fostered a 
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sense of trust among the stakeholders in the school community. Clearly, their 

concern for building caring, trusting relationships was critical to their leadership. 

This comment from the response data illustrate this phenomenon and are reflective of 

the principals' perceptions. "He modeled integrity. He understood that to get things 

done, you had to win the hearts and minds of the people and work through 

relationships. ... He taught me how to move beyond the plan to people." 

These trusting relationships were built on the principal's personal integrity. A 

very strong theme in the data was the sincere conviction these principals expressed 

about the importance of personal integrity. It was not false or merely a show. There 

was clear substance to their convictions. They were honest about their beliefs and 

were undivided in their loyalty to them. While all expressed the need to be caring 

and sensitive to the emotional needs of people in the organization, this caring did not 

cause them to compromise their core values. It was the perception of these school 

leaders that if they had to take action against someone in the organization for not 

upholding the values of the school it would not be surprising to that individual due to 

the fact that these principals had clearly communicated their stance and had 

consistently behaved in ways congruent with these values. 

It is the conclusion of this researcher that the foundation of trusting 

relationships in the organization is dependent upon these leaders' ability to be 

consistent in their behavior as directed by their clearly held values. Building trusting 

relationships was not merely a factor of being nice. Consequently, it is essential that 

principals have clearly defined values that guide their behavior. This conclusion is 
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congruent with statements found in the literature that pre-service education should 

provide educational administration students with explicit values which will guide 

behavior and decisions (Clark & Clark, 1997; Murphy, 1992). Clearly, character 

counts in the careers of these successful principals. 

Recommendations. The summaries and conclusions related to Research 

Question 1 have prompted the researcher to make the following recommendations: 

1. Give principals experiences during district inservice and university 

pre-service training which enhance the principal's understanding of transformational 

leadership and outline specific behaviors and systems which will bring about 

transforming results. 

2. Raise school leaders' awareness of their ability to increase intrinsic 

motivation and meaning to school work through the determined effort to focus on the 

shared value of helping children learn and develop. This recommendation must be 

coupled with a knowledge of transforming leadership which awakens intrinsic and 

altruistic needs within the follower. School districts must be cognizant of the 

importance of developing mission and vision statements that put the needs of the child 

squarely in the center of all decision making. Furthermore, university pre-service 

education must include this value as foremost in the list of values and beliefs they 

instill in students that will guide fiimre school leaders' decisions during their 

professional lives. 

3. Train principals in the process of developing a collective shared vision. 

The development of a school vision should not be left to chance or the intuition of a 
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skillful administrator. This training should be included in a university pre-service 

program and reinforced through local school district training. Local school 

superintendents should insure that principals, teachers, support staff and members of 

the community are included in this training. 

4. Instruct principals in group facilitating and the process of collaboration. 

This would give them a basic skill necessary for successful transforming leadership. 

In addition, give them knowledge of systems in schools which will contribute to time 

efficient collaboration. Finally, give principals a framework which guides them in 

deciding when to facilitate collaboration. This training could be accomplished 

through university pre-service and local school district training. Furthermore, this 

training should include teachers and members of the conamunity. 

5. Train principals in conflict mediation which will give them the skills to 

address conflict in such a way that it strengthens the school organization. 

6. Empower local schools to make modest decisions of budget and scheduling 

that will aid in the development of systems that will contribute to the effective use of 

teacher expertise. This might also be accomplished by creating a task force which 

jointly works with university faculty and local school personnel to explore options 

available to schools which will meet this need in creative ways beyond just increasing 

an already strapped school budget. 

7. Provide principals with clear beliefs and values which will guide their 

behaviors relative to educational decisions and personal interactions. This could be 
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accomplished by universities and school districts working together to establish these 

mutually agreed upon values and beliefs. 

This section has provided simimaries of the comparison between current 

research on effective leadership and the perceptions of successful elementary school 

principals. From this comparison conclusions have been developed and 

recommendations made which may benefit the profession of school leadership. 

Research Question 2 

2. What leadership behaviors do successful elementary school principals 

believe are necessary to effectively lead a school and how do these perceptions 

compare to leadership standards accepted by the National Policy Board for 

Educational Administration? 

The National Policy Board of Educational Administration has developed a 

handbook describing what they consider to be important elements of a principal's 

academic knowledge and practical skill. The handbook is titled; Principals of Our 

Changing Schools: Knowledge and Skill Base (1993). In the preface of this work, 

Scott D. Thomson acknowledges that knowledge and skill provide the platform for 

effective practice, but that a gap exists between the clinical body of knowledge of 

school administration and the applied skill of the practitioner. Furthermore, Thomson 

asserts that the field of educational administration has found it difficult to develop a 

knowledge base for the practice of school leadership. The goal of this handbook is to 
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address the gap between the academic body of knowledge of educational 

administration and the reality of skillful practice. 

The handbook addresses 21 domains of principal behaviors. For the purpose 

of this study, only the first domain, "Leadership," was examined. The leadership 

domain of this handbook has identified and defined three major tasks for the effective 

principal: (1) Shape school culture and values, (2) Develop a shared strategic vision, 

and (3) Formulate school improvement efforts. 

This section will summarize these three tasks as described in the leadership 

domain and compare them with the response data provided by the informant 

principals. From these comparisons, conclusions will be made and recommendations 

given. 

Shaping School Culmre and Values 

High Expectations. The first principal behavior for shaping school culture as 

described in the handbook was that a principal was to hold and communicate high 

expectations for the staff and the smdents. 

The response data were full of examples of principals expressing their demand 

for high levels of professional performance. Principal 110 made this statement about 

expectations, "Effective leaders know why they are there. They're there for kids and 

they expect others to be, too. They are not afraid to take on tough issues. You 

influence by your high expectations. ... I think you also influence when you take 
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action when people aren't doing what they're supposed to be doing. When they see 

that a weak teacher isn't there next year." 

The previous statement reflected the majority of informant principals' attimdes 

toward high professional expectations. The response data conveyed the principals' 

expectations that staff members be committed to the ideal of helping children grow 

and develop. They expected staff to put the children and their needs in the center of 

their professional life. 

If the child is seen as the root system of a tree with two trunks, the trunks 

growing from the roots would represent dimensions of professional life that these 

principals expected in their staffs. One "trunk" would be a sincerely caring attitude 

toward smdents and other members of the school community. Another "trunk" would 

be a commitment to growing professionally and showing a willingness to share 

professional expertise with others. The expectation that staff would display a willing 

attitude appeared to be at the base of these principals' high expectations. If a staff 

member displayed the willingness to grow and learn and work to achieve the shared 

vision, then principals appeared to be content with how they had communicated their 

expectations. Principal 110 said, "If they're willing, you can do anything with them. 

If they're not willing, it doesn't matter whether they're able or not." This comment 

by principal 112 conveys her expectation that a teacher have a willing attimde. "I 

feel very passionately about what I do. I'm very flexible but have no tolerance for 

unwillingness." It is important to state that the high expectations of these principals 
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began with high expectations of themselves. They became living examples of what 

they expected. 

In conclusion, it is the opinion of this researcher that these principals 

conmiunicated high expectations and the foundational expectation was that staff 

members display the quality of willingness to learn and grow. All of the other many 

expectations expressed by these principals seemed to grow from this dimension of 

"willingness." Clearly, there is a match between the recommendations of the 

National Policy Board Handbook for principals' high expectations and these practicing 

principals. 

Understanding School Culture. The National Policy Board Handbook suggests 

that effective principals should understand that all schools have cultures that have 

developed over time. These cultures contribute to both effectiveness and 

ineffectiveness. Moreover, the principal should seek to understand the existing school 

culture by speaking with smdents, teachers, parents, and other members of the 

community. Furthermore, the principal should examine records and traditions to 

determine the values that are guiding the school. 

The response data demonstrated that the informant principals understood the 

powerful and pervasive influence of culture. Their collective voice is represented by 

this statement, "It's probably one of the most crucial things we need to look at." 

These principals indicated that culture was an element that permeated every aspect of 

the school. When the culture was positive, it eased the burden of problems and gave 

health and vitality to the organization. When the culture was negative, a malaise 
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crippled the effectiveness of the school. They spoke of the need to spend much time 

developing a nurturing family-like culture. This positive culture became a strong 

foundation that supported a myriad of school decisions and actions. The words 

"family," "nurture," and "caring" occurred often in our discussions of culture. 

These principals demonstrated a keen awareness of the powerful and pervasive 

influence culture played in the life of the school organization. Often they spoke of 

the need to observe and listen as they diagnosed the culmre of their school's culmre. 

This diagnosis required that they understand what cultural norms were valued by the 

stakeholders of the school so that they would not unwittingly trample on valued 

traditions. Furthermore, they expressed the importance of determining which norms 

were productive and which were counter productive. Six of the 11 principals spoke 

of the possibility that a principal might lose his or her job over a poor understanding 

of existing cultural norms, thus highlighting the importance of cultural diagnosis. 

Moreover, they accepted that it was primarily their responsibility to prudently shape 

the culmre in a way that would be effective and accepted by staff and community 

members. 

The centrality of the smdent dominated the conversations about culmre. A 

universal theme that emerged was the desire to have the school reflect the culture and 

characteristics of a healthy family. As society changes, schools change and adapt to 

meet the needs of its members. One past metaphor for schools has been that of a 

"factory." Recently, with the advent of metal detectors and security guards, schools 

have been likened to prisons. However, these metaphors were not spoken of during 
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the interviews. Instead, the theme of schools being a family was the dominant 

metaphor. Based upon the strength of the response data, it is the conclusion of this 

researcher that the concept of "family" is the new and emerging metaphor for 

schools. Hence, these principals spoke of "building traditions, like families build 

traditions." These principals observed and shaped their schools' cultures to reflect 

the caring support of a loving family. 

It is the opinion of the researcher that there is a high degree of congruence 

between the National Policy Board Handbook description of the principal's need to 

understand school culmre and the perceived behaviors of these practicing principals. 

Facilitating Shared Understanding of Culture and Values. The National Policy 

Board Handbook states the importance of effective principals working toward building 

a consensus among staff members regarding the dominant beliefs and values of the 

school. This recommendation implies that this should be a formal session and not just 

the product of informal culture shaping behaviors. Once this consensus is established 

it becomes incumbent upon the principal, and others in the organization, to see that 

professional behaviors are congruent with these shared norms. 

In this area, the response data are relatively silent. Only one principal spoke 

of a specific event which was designed to elicit group consensus about shared cultural 

norms. "We all met as a staff, and everybody talked about what we wanted our 

school to be like. We talked about what we liked from other schools we had been in 

as employees and as students . . . why we remembered our favorite teacher. It all 

came down to some real common themes: people were cared for, they were held 
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accountable, that they were trusted and respected. So, we said, that's what we 

wanted our school to be like." 

For the most part, the informant principals spoke of no specific process to 

develop shared cultural values. Instead, this behavior was often implied and appeared 

to happen in an informal manner. Moreover, it is quite possible that when these 

principals were describing vision building activities, they also meant the identification 

and establishment of culmral norms. 

It is the conclusion of the researcher that despite the principals' understanding 

of the powerful impact culture has on the effectiveness of the school, they do not have 

specific, formal processes which can aid them in shaping culmre. And, while the 

informal acts of a leader are critical to the nurturing and shaping of culture, they 

appear to be insufficient in and of themselves. It is the opinion of the researcher that 

principals and schools would benefit from specific culture building and shaping 

activities. 

Reflecting Culture in Personal Behavior. The National Policy Board 

Handbook says that effective principals act in a way that is consistent with the beliefs 

they espouse. They should constantly "walk the talk" relative to their behaviors and 

speech. Moreover, the handbook suggests that it is critical for a principal's behaviors 

to be congruent with his or her spoken values in times of stress and crisis. 

The response data are saturated with statements by principals about the 

importance they place on modeling the ideal values of the school. This statement is 

reflective of the other principals' attitudes on modeling. "I think that people will 
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mirror the way I look at the world, they way I respond, the way I decide, and if I 

want people to listen to each other, I need to be a good listener. If I want people to 

seek to understand before being understood, I better walk the talk. I find ... the 

school mirrors how the office team and I function. If I'm going to blow up and say, 

'We're going to do it this way, dammit,' then there's going to be some clear 

repercussions that last a lot longer than I probably want them to." 

The principals were unified in their statements about the importance they 

placed on providing a living example of how they expected others to behave. The 

data indicate that the process of modeling was the most relied upon strategy in their 

efforts to lead their schools. They saw themselves as role models for the entire 

school and community and consciously made efforts to be the "head follower" 

(Sergiovanni, 1991) of the ideals and shared values of the organization. 

It is the conclusion of the researcher that there exists a high degree of 

congruency between the National Policy Board Handbook expectation of reflecting 

culture in personal behavior and the behaviors of the respondent principals. 

Communicating Values in Svmbolic Wavs. The National Policy Board 

Handbook states that effective principals look for ways to symbolically communicate 

values using stories, ceremonies, and rituals. 

The respondent principals regularly demonstrated the use of symbols, 

ceremonies, and rituals to affect the school culture. In the school of one of the 

principals, signs greet those who enter, "Our future walks through these doors," and 

"We are literate learners." In another school, a mural painted by smdents visually 
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communicates the school's vision. One principal described Friday assemblies that 

allowed him "pulpit time" to preach the school's vision. Another principal described 

the practice of passing a trophy called "the Hawk Torch" to individuals at faculty 

meetings who had demonstrated the school's vision. 

During the discussions with these principals, the concept of communicating the 

values of the school was virtually indistinguishable from their concept of 

communicating the vision of the school. For these school leaders, the vision 

embodied the school's shared values. For example, this statement couples the concept 

of vision with what the collective school community wanted their school to be. In her 

comments lies the belief that the process of communicating values and vision had to 

be done by all members of the organization. "It means knowing what you, as the 

leader, want your school to be. Then knowing it's going to take everybody, because 

you can't do it by yourself, so you have to communicate the vision, you have to talk 

about it, every day and make sure other people know it, believe it, want it, and work 

for it." 

As mentioned, these principals used various symbols to communicate shared 

values that included ceremonies, traditions, signs, newsletters, bumper stickers, 

posters, etc. However, as important as these vehicles were to these school leaders, 

they paled in comparison with their belief that they themselves were ultimately the 

most important symbol in communicating the school's shared values. They became 

living symbols who acted out their school's values. When asked about how he 

communicated and influenced the culmral values of the school, 104 said, "By trying 
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to communicate a vision, a mission, by being committed to that. Whatever that is, by 

showing people and living the vision and being a role model. ... If you're not going 

to do it, you can't expect other people to do it." 

The effectiveness of the principal "living the vision" is magnified when viewed 

along with their commitment to maintaining a visible and accessible presence 

throughout the school. These principals did not spend large amounts of the school 

day in their offices. During the school day they were in classrooms, the cafeteria, the 

playground and outside during dismissal. In a very real sense, with every step these 

principals took in the school and community, they were symbolically communicating 

the vision. The response data lead the researcher to conclude that these principals 

saw themselves as the most critical symbol in communicating the shared values of the 

school. 

There appears to be a high correlation between the National Policy Board 

Handbook expectation for principals to symbolically communicate school values and 

the perceived behaviors of the respondent principals. 

Aliening Reward Svstems with Values. The National Policy Board Handbook 

suggest that reward systems be in place to reinforce the shared values of the school. 

The response data indicated that the informant principals primarily rewarded 

staff members through verbal and written praise. Rarely did a respondent principal 

speak of providing tangible rewards to staff members, although frequently respondent 

principals spoke of smdent reward and award ceremonies for such things as academic 

achievement or citizenship behaviors. 
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These principals were lavish in giving verbal praise, primarily on an individual 

basis, but it was quite evident that they stayed away from rewards of material value. 

This leads the researcher to conclude that these principals did not view the giving of 

tangible rewards to their staffs as a productive or important means of reinforcing 

desired organizational behaviors. 

Selection and Socialization of the Staff. The National Policy Board Handbook 

states that the effective principal carefully selects new staff members and ensures they 

are socialized to the norms of the organization. 

The response data on this issue were weak. Only one principal spoke directly 

to this subject when she said, "Effective leaders hire the best people." Later, when 

talking about culture, she said, "You orient people the minute they walk in the door 

what the culmre is here." Other principals spoke often about mentor teachers 

providing guidance and having veteran teachers coach new teachers. Other than these 

examples, little was said about hiring staff and inducting them into the school's 

culmre. The lack of response data on this subject may be attributed to the fact that a 

specific question was not asked about hiring and enculmrating new staff. 

Developing Shared Strategic Vision 

The National Policy Board Handbook lists behaviors engaged in by effective 

principals to develop a shared strategic vision. These behaviors are listed as: 

personal sense of vision, understanding the vision of others, facilitating the vision 

building process, conflict management, and maintaining support for the vision. 
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Because the concepts of vision and conflict in the organization were addressed relative 

to Research Question 1, a lengthy review of these topics will not occur at this time. 

The response data support the assertion that the informant principals possessed 

a strong and passionate personal vision. These principals perceived that the 

possession of a clear and focused personal vision is what distinguished a leader from 

one who merely manages. With all of these principals, the roots of their personal 

vision lay in their absolute commitment to "Do whatever it takes to have children 

succeed." 

While these principals appeared to vigorously grab every opportunity to project 

their vision, the data provide only weak evidence that these principals actively sought 

an understanding of the visions of others. Only three of 11 principals described any 

formalized school or community vision building process. This leads the researcher to 

conclude that these school leaders, while understanding the power of an internally 

idealized vision, could benefit from a knowledge of strategies which will help them to 

elicit a vision from a broader base in the community. 

It is important to note one of the recommendations from the first question was 

to train principals in a specific vision building process. The suggestion of the 

National Policy Board Handbook that principals be able to facilitate a vision building 

process only strengthens the assertion that this needs to be done. 
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Formulating Improvement Efforts 

The National Policy Board Handbook describes four behaviors of effective 

principals which contribute to school improvement efforts. These behaviors include: 

organizational goal setting, fostering innovations, managing transitions, and systems 

thinking. The following section will summarize the comparison of the National 

Policy Board Handbook and the principal response data in this area. 

Organizational Goal Setting. The National Policy Board Handbook states that 

effective principals lead goal setting processes and identify specific actions required to 

achieve those goals. Principals must ensure that goals are specific, achievable, and 

measurable. Furthermore, they should be communicated to the entire community. 

In this area, the response data were mixed as to the degree broad based 

organizational goals were established in the various schools of the respondent 

principals. While all principals spoke of the importance of goal setting and, in most 

cases, described specific goals, they rarely spoke of a broad based goal setting 

initiative. Most spoke of a goal they had identified and described strategies they used 

to move the staff to address these goals. 

One such strategy was the technique of "guiding the discussion." This 

involved the principal steering the conversation at faculty meetings and teacher 

conferences around a specific topic or need. For example, one principal said, "So, 

our school is behind; it's having some difficulty with technology, but no one has 

talked about it. I've made a conscious decision to discuss technology at every 

meeting we have." 



234 

When speaking of the idea of guiding the discussion, principals often used 

words such as "planting seeds," "leaving hints," and "setting out articles." And, 

while this appeared to be an effective and valuable strategy to subtly cause change to 

occur, it did not constitute the direct goal setting skill spoken of by the National 

Policy Board Handbook. 

Two principals described a more direct goal setting approach which 

empowered specific teachers to solve problems that they had identified. The principal 

supported them in their efforts and effective changes were made, but once again, it 

did not reflect the principal as a leader of goal setting as described by the National 

Policy Board Handbook. 

One principal described an effort that embodied a goal setting effort that had 

more of the inclusive goal setting characteristics spoken of by the National Policy 

Board Handbook. It reflected greater staff involvement and resulted in measurable 

outcomes. This school had identified the need for an objective and sequenced math 

curriculum. Furthermore, they wanted pre-tests and post-tests to measure 

achievement gains and mastery of concepts. The principal facilitated staff members in 

discussions about age appropriate math skills and supervised the development of tests 

to measure skill acquisition. The information was compiled in a document and 

distributed to parents. This goal setting process is reflective of the expectations 

expressed by the National Policy Board Handbook. 

Three principals described a community wide goal setting effort. They 

described involving staff and parents in developing a strategic plan. This process was 
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such that stakeholders from all segments of the school community brainstormed ideas 

that were categorized in a group process. From these ideas emerged the goals and 

learning outcomes of the school. It is the opinion of the researcher that this strategic 

approach to setting goals is more in keeping with the transformational leadership 

behaviors called for by current researchers. Clearly, this broad goal setting initiative 

fits or exceeds the goal setting criteria established by the National Policy Board 

Handbook. 

Based on these data, the researcher concludes that there exists a wide 

discrepancy between the goal setting activities employed by the respondent principals. 

Goal setting in these schools range from being very informal, bordering on 

happenstance, to a very organized and systematic endeavor. It is the opinion of the 

researcher that these principals would be helped in their ability to involve the 

community and to facilitate the shared decision making called for by current 

researchers if they understood systems which facilitate community wide strategic goal 

setting. 

Fostering Innovations. The National Policy Board Handbook states that 

effective principals establish a culmre where innovation and creative problem solving 

are encouraged and people are not afraid to take risks. 

The response data indicate that all the principals took steps to encourage a 

climate which allowed risk taking that might result in effective innovations. The 

following comment represents this unified voice in the response data. "People will 

rise to the occasion if you treat them as professionals, respect them, and develop a 
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comraderie where they can take a risk, where there's safety m their environment." 

The data lead the researcher to conclude that these principals believed their staffs 

must be freed from the fear of failure if creative change was to occur in the 

organization. They supported good faith innovations and risk taking as long as those 

risks were motivated by a desire to help children learn and grow. 

Without question, the informant principals communicated the leadership quality 

required to foster innovations as described by the National Policy Board Handbook. 

Managing Transitions. The National Policy Board Handbook states that 

effective principals use various management and interpersonal skills to guide 

individuals and the organization through change. Moreover, they seek key players 

who will facilitate the transition and they vary their leadership approach as conditions 

and contexts change. 

The response data indicate that virtually all of the informant principals 

regularly displayed caring interpersonal behaviors which eased the fear and anxiety 

often associated with change. They spoke often of concepts such as honesty, 

integrity, and building trusting relationships with students, staff, and the community. 

Furthermore, all principals spoke of working with those on their staffs who 

they considered to be leaders and who wanted to help guide positive change in the 

school. They were unified in their opinions that working with a core of motivated 

individuals was key to successfully having an innovation spread to others. They 

communicated the idea that it was much more effective to work with a few excited 

people who would enthusiastically embrace a change, than to spend much energy 
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trying convince skeptics to change. They believed that if the change was good, the 

success of those implementing the change would eventually spread to others. Trying 

to force wholesale change on all would likely lead to "lip service" change and 

ultimate failure. 

A large majority of the respondents believed that for change to successfully 

occur, the stakeholders had to recognize the need for the new direction. No transition 

would occur if it was not viewed as needed and valuable. 

Finally, the data were inconclusive regarding these principals' understanding 

of how to manage individual's transitions to greater levels of professional expertise. 

Only one principal spoke directly to the practice of adjusting leadership behavior 

based on the level of professional skill of the staff member. This lack of data may 

indicate that these principals had little awareness of the need to change supervision 

approach depending upon the skill of the staff member, or it is quite likely that the 

interview discussion did not guide them to speak specifically to this issue. 

The evidence leads the researcher to conclude that these principals were very 

skilled in the interpersonal behaviors that facilitate successful change efforts. They 

demonstrated a belief that honest, trusting relationships were more effective in causing 

change than coercive, positional power. In this regard, they demonstrated 

transformational behaviors in keeping with current school leadership research and the 

expectations expressed in the National Policy Board Handbook. However, the data do 

not give adequate support to conclude that these principals had a good understanding 
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of the need to vary supervisory approaches based on the experience and expertise of 

the staff member. 

Systems Thinking. The National Policy Board Handbook states that effective 

principals are aware that schools are composed of many interrelated systems. As 

individual systems change, they may affect other systems. Principals look for 

underlying problems that may influence systems and refrain from merely addressing 

the symptoms of a problem. 

While no principal directly spoke of systems as described above, it was clear 

they had an understanding of the interrelatedness of various dimensions of school. 

Most of this awareness arose during the conversations about school culture. One 

might conclude that the principals who spoke of strategic planning had a good 

understanding of systems thinking. However, it is the opinion of the researcher that 

the response data do not provide enough information to make a definitive conclusion 

about these principals' understanding of systems thinking. 

Recommendations. This section has compared the National Policy Board 

Handbook leadership domain of effective principal practices with the principal 

response data from this study. A large degree of congruence has been identified 

between the Handbook recommendations of effective principal behaviors and the 

evidence found in the response data describing respondent principals' perceptions of 

leadership skills. The summaries and conclusions related to Research Question 2 

have prompted the researcher to make the following recommendations: 
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1. Provide principals with pre-service and inservice training relative to the 

process of group dynamics in developing shared values and cultural norms for their 

schools. It appears the process of developing shared values and cultural norms is 

often a product of informal forces. The researcher believes that principals need to 

possess a formal tool to address this powerful and influential dimension of 

organizational life. This reconunendation is in keeping with the transformational 

leadership behaviors called for in the present school environment. 

2. Equip principals with the ability to lead strategic goal setting processes 

which involve a large segment of the school community and result in outcomes that 

can be specifically measured. This leadership practice would be congruent with the 

call for transformational leadership behaviors which involve all segments of the school 

community in shared decision making. 

3. Train principals in supervision techniques that take into account the ability 

levels of the individuals being supervised. This could be done during university 

course work or inservice training done by school districts. 

4. Use the National Policy Board Handbook, Principals of Our Changing 

Schools: Knowledge and Skill Base (1993), to structure pre-service and inservice 

training. While it is not sufficient alone to provide the complete substance of a 

training program, it appears to provide a comprehensive scope for an educational 

administration training curriculum. 
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Research Question 3 

3. What elements do successful elementary school principals believe should be 

present in an educational administration preparation program and how do these 

perceptions compare with current literature on educational administration pre-service 

reform? 

Educational Administration Pre-Service Reform 

In 1985, Peterson and Finn wrote an article which listed many criticisms of the 

way school leaders were being prepared in universities throughout the country. They 

claimed that educational administration programs have never reached any internal 

agreement on a body of knowledge or set of skills that school leaders should possess. 

Peterson and Finn were not alone in their criticism. Murphy, Hull and Walker (1987, 

p. 34) concluded that administrative coursework amounted to "academic drift and 

curricular debris." 

Surveys of school administrators have indicated that university educational 

administration programs are easy, boring, and of little use (Peterson & Finn, 1985). 

Furthermore, programs were criticized as being disconnected, with no logical or 

consistent scope or sequence, lacking meaning and purpose (Cooper & Boyd, 1987). 

Finally, it was said that pre-service educational administration programs are irrelevant 

and disconnected to the real practice of school administration, becoming a series of 

hoops one must jump through on the road to certification (Mulkeen & Cooper, 1989). 
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Response Data Support Critics of Pre-service Programs. The response data 

from the informant principals strongly confirmed these criticisms of school 

administration pre-service programs. 

The first specific criticism leveled at administration programs was that they 

were "easy, boring and of little use." The response data were strong and unified in 

their assertion that the course work in these principals' graduate programs were 

considered to be at best, weak. The consensus was that their pre-service education 

offered very little academic rigor and that course content was not practical or relevant 

to the practice of school leadership. Adjectives such as "weak," "inadequate," and, 

in one case, "pathetic" were used to describe their educational administration 

program. When a principal did acknowledge a positive relevance of a class they 

attributed it to the fact that they were able themselves to tie some theory to an event 

that was happening in their jobs. In other words, it was their professional experience 

that gave meaning to the class and not anything that the instructor brought to the 

material. Moreover, the data revealed that some felt the admission standards to the 

program allowed entry to students who were not serious about the study of school 

leadership. One principal, in particular, articulately described his chagrin at the 

endless negotiating of students with the instructor for easy assignments. He attributed 

this to the fact that the state had required that teachers receive a masters degree within 

a specified period of time. Consequently, he found his classes full of unmotivated 

smdents putting in seat time to fulfill this state mandate. 
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There was one obvious exception to the universal criticism that their programs 

contained no academic challenge. All principals stated that their school law classes 

were stimulating, challenging and relevant. It was the one bright spot in their 

graduate program. 

The second concern mentioned was that programs were "disconnected, with no 

logical or consistent scope or sequence, lacking meaning and purpose." Once again 

the response data were consistent with the national critics. Respondents described 

their course work as having no "cohesion or connectedness." They saw no logical 

progression of skill acquisition and felt their instructors had no articulation or 

communication among themselves. Furthermore, these principals expressed concern 

that many of their classes were taught by retired practitioners who had been away 

from the profession for some time and appeared to view their teaching responsibilities 

as nothing more than a hobby. They were easily side tracked and spoke of things 

which interested them but appeared to have no substantive relevance to the course. 

The tliird concern mentioned was that administration programs are seen as 

"irrelevant and disconnected to the real practice of school administration." The 

respondents were united in their comments that their graduate coursework in 

administration was not relevant to the real world of school leadership. The 

overwhelming majority stated that the only connection with practitioners of 

administration occurred during their internship. Up to that point classes had little or 

no meaning relative to what was actually happening in schools. 
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Given the response data, it is the conclusion of the researcher that these 

principals perceived their pre-service education to be inadequate in preparing them for 

their roles as school leaders. Consequently, the criticisms leveled at educational 

administration programs in general appear to be justified. 

Reform of Educational Administration Programs 

In the early 1990s, many researchers began to call for reform m educational 

administration graduate programs. A major theme of this reform was a call to 

eliminate the separation of administrative theory from the realities of administrative 

practice (Murphy, 1992). 

One administrative graduate program that underwent critical reform was the 

educational administrative program at The University of Arizona. That program was 

found to be inadequate and was closed. A restructuring effort began and the program 

was reopened (Clark & Clark, 1997). From the restrucmring efforts emerged five 

indicators of what an effective educational leadership program should contain or take 

into consideration (Clark & Clark, 1997). They were a strong sense of purpose, a 

knowledge base drawn from the world of practice, instructional practices that 

facilitate involvement, professional learning communities, and selection procedures. 

Comments of the respondents regardmg their recommendations to improve 

their pre-service experience were congruent with the five indicators established by 

The University of Arizona. With regard to "a strong sense of purpose" respondents 
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spoke of the need to have coherent curriculum which taught skills that would prepare 

the future school leader. 

The response data heartily endorsed the need for "a knowledge base drawn 

from the world of practice." The data were rich with principals' concerns that their 

learning needed to be more relevant. 

The indicator "instructional practices that facilitate involvement" suggests that 

programs be project centered and include field based experiences and mentor 

relationships. Clearly, the response data demonstrated that these principals believed 

their experience would have been enhanced by more interaction with schools and 

practicing principals throughout the course of the graduate classes. 

The indicator "professional learning communities" calls for university 

programs to include groups of graduate students, university faculty, and practitioners 

in the field to work collaboratively with school districts to solve real problems and to 

conduct research. The respondents were unified in their conmients that they needed 

practical and real life activities to make their learning meaningful. Furthermore, they 

believed a cohort system that coalesced them into learning groups with their peers 

would have been helpful. 

Finally, the indicator "selection procedures" recommends that graduate 

programs carefully consider the eamesmess of a potential smdent with regard to their 

desire to smdy school administration. Whereas, only a few of the respondents 

expressed this concern, it was eloquently stated by these principals as a significant 
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dilemma. Consequently, the researcher believes the data and The University of 

Arizona indicators are congruent in this area as well. 

After comparing the response data and the desired indicators of The University 

of Arizona, the researcher concludes that there is a high level of agreement between 

these quality indicators and the recommendations for pre-service improvement of the 

respondent principals. 

BCnowledge and Skills Needed for the Principalship. From the discussions with 

principals emerged some specific skills that they felt were important to successfully 

do their jobs. Clearly, these principals felt their jobs were so expansive that the 

thought of learning it all in pre-service course work was somewhat overwhelming. 

This principal's statement, "The job is so complex, you can't possibly do it all!" was 

reflective of these administrators' attimdes. Nevertheless, the following list of skills 

needed is what emerged from the interview data. 

Group Processing Skills: 

• Facilitating shared decision making 

• Facilitating consensus 

• Mediation/conflict resolution 

• Facilitating vision development 

• Facilitative leadership 

Knowledge of School Law; 

• Due process 

• Privacy laws 
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• Speech rights 

• Teacher dismissal/documentation 

Budget Issues 

Instructional Leadership: 

• Cognitive development of children 

• Instructional delivery models 

• Clinical supervision/coaching 

• Sunmiative evaluations 

• Development of behavioral plans 

Special Education Issues: 

• 504 law 

• The I.E.P. process 

• Due process for Special Education students 

Marketing: 

• Public relations slcills 

Conmiunication: 

• Effective oral communication 

• Effective written communication 

Leadership Theory: 

• Abstract reasoning 

• Transactional/transformational leadership 

• Human relations skills 
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• Situational leadership 

• Time management skills 

• Strategic planning 

Personnel Issues: 

• How to hire/fire 

• Documentation strategies 

This section has compared the criticisms of educational administration 

programs as found in the current literature with the criticisms of the respondent 

principals. In addition, a comparison has been made between the quality indicators of 

the restrucmred University of Arizona programs and respondents reconmiendations for 

an improved administration pre-service program. Finally, a specific list of skills 

respondents felt were necessary for successful school leadership were listed. 

Reconmiendations for Improvement of Pre-Service Programs. From these 

interviews emerged these recommendations for improving pre-service education for 

school administrators. 

1. Define a body of knowledge for educational administration and create a 

cohesive curriculum to systematically teach those skills. This would address the 

concerns that there was "No internal cohesion to the program to reinforce certain 

skills that were appropriate." 

2. Tie theory with real examples of the theory in practice. The unified voice 

of the respondents was that their pre-service experience lacked relevance to the real 

world of school administration. They believed it would have been far more helpful to 
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have learned a theory and then observe and reflect upon how that theory was played 

out in an actual situation. One solution to this problem would be to give graduate 

smdents questions about theory that they could ask practicing administrators. This 

would reinforce and give meaning to concepts taught in the classroom. As one 

principal said, "The same thing we have teachers do with kids needs to happen on the 

graduate level as well." 

3. Provide educational administration interns with a defined curriculum to 

learn during their internship. This would provide direction and specific learning 

objectives for the student to master during the internship. All of the respondents said 

their internship was the most valuable part of their pre-service training; however, 

many indicated that if they were to do it again they would have paid closer attention 

to certain aspects of the experience. Because the intern is inexperienced, they do not 

know what they should be learning or what to look for. Their learning may be hit or 

miss depending upon the perspective and expertise of the cooperating administrator. 

Therefore, it is the opinion of the researcher that a defined curriculum that the intern 

and the cooperating administrator knew in advance would increase the effectiveness of 

this experience. 

4. Make principals proficient evaluators of teaching. The current research 

has been critical of pre-service programs for not making administrators knowledgeable 

about what constitutes good teaching. The response data justified this criticism. 

Respondents perceived that their pre-service experience did nothing to help them 

become better educators and to be the instructional leaders they were expected to be. 
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To remedy this, it is recommended that graduate students simulate evaluations of 

teachers. Teach them to script and coach so that they become knowledgeable of 

teaching models and credible instructional leaders. 

5. Include more practical, hands on experiences. These might include 

in-basket and assessment center simulations. Respondents indicated that the few 

simulated experiences they had during their pre-service were helpful in preparing then 

for real experiences. 

6. Make assignments more relevant by acquiring the acmal instrument used 

by a district to accomplish an administrative function. This might be an actual 

budget, evaluation instrument, parental concern form, suspension letter, specific 

policies, etc. Since so many forms and instruments are in use by surrounding school 

districts, it would be helpful to acquire these for use in classroom or field work 

learning. 

7. Include more practitioners in teaching administrative courses. Whether it 

be as instmctors of the course or guest lecturers in a class, the respondents believed 

their pre-service would have been enhanced if there were more practitioners involved 

during the course of their study. 

8. Create cohort learning groups. This would facilitate learning communities 

among students and enhance professional dialogue. A strength of their pre-service 

education that a few respondents identified was the existence of a learning cohort. 

(Most of the principals never experienced this kind of learning configuration.) These 
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learning communities would provide a forum for students to share experiences and 

reflect on how they applied to the theory of educational administration. 

9. Limit the admission into educational administration programs to smdents 

who are serious about the study of school administration. 

Recommendations for Future Research 

These recommendations for future research are a result of questions that arose 

with the researcher during the course of this study. 

Recommendation 1: Study individuals in the organization who could be 

described as "followers." This definition springs from the research of Kelly (1988) 

and Sergiovanni (1991). Followers should be studied to identify factors that have 

contributed to their followership. Moreover, a correlation between the degree of 

followership in an organization and the degree of perceived transformational 

leadership may contribute to the body of knowledge in this area. 

Recommendation 2: Collaboration in school decision making has been found 

to be effective in making wise decisions which impact smdent learning. However, 

this is a time consuming process which becomes a formidable obstacle and sometimes 

thwarts efforts to pursue collaboration. It is recommended that systems in schools be 

studied to determine collaboration models that are effective and time efficient among 

school personnel and community members. 

Recommendation 3: It has been found that teacher expertise can be used 

effectively for instructional leadership in a school. Systems could be studied which 
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develop and effectively use teacher expertise to enhance instruction and student 

achievement. 

Recommendation 4: Introducing new staff members to the culture of an 

organization is an important step in nurturing and assuring the continuation of a 

productive organizational culture. Systems that schools and school districts use to 

effectively induct new staff members should be studied. 

Recommendation 5: The development and maintenance of a positive and 

productive organizational culture is critical to the effective operation of a school. 

Systems could be studied which contribute to the development of shared norms and 

values in the school. 

Summary 

This chapter has provided summaries, conclusions, and recommendations 

regarding the three research questions that have guided the study. Stepping back and 

reflecting upon this study has prompted the researcher to make these final comments. 

The qualitative nature of this study allowed the researcher to collect data 

which were so rich and deep that to examine and comprehend their significance fully 

would require several doctoral smdies. However, this process has confirmed, for the 

researcher, the valuable role current research literature plays in describing the 

phenomena of school leadership. Whereas this study may have revealed facets of 

leadership less observed by modem scholars in the field, by and large it found that 

current research is accurate and insightful in its descriptions of modem school 
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leadership. The reflections of these local principals support what is being said 

nationally. 

When examining the complexities of school leadership, it is easy to get lost in 

the details. However, it is the opinion of the researcher that what sets the principals 

in this smdy apart from their colleagues who may be experiencing less success is their 

ability to simplify the leadership act through their committed focus on the needs of 

children. Hence a paradox is unearthed: school leadership is complex and school 

leadership is simple. As we peel through the myriad of layers surrounding effective 

leadership, we find this statement, "Our job is the kid; [we are] committed to doing 

right by kids." 

Finally, if there is a new, emerging metaphor for successful schools, it appears 

to be that of the healthy family. The data revealed that these schools had formed a 

community of people who, while not always agreeing on issues, were devoted to 

loving, caring, teaching, and guiding children to better meet the challenges they 

would face in the fumre. 
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Final Note 

This study of leadership would be incomplete without sharing a dimension of 

leadership that I didn't find in the current literature or among the interview 

transcripts. 

I had asked so many school leaders about their views on leadership. I wanted 

also to ask my friend and mentor what his thoughts were. His response surprised me 

at first, but immediately I knew that his words were true. He said, "A leader inspires 

hope." 

Soon afterwards, I came across Victor Frankl's book, Man's Search for 

Meaning. As I flipped through the pages, I came across the following quote and 1 

heard the words of my friend. "The prisoner who had lost faith in the future - his 

future - was doomed. With his loss of belief in the future, he also lost his spiritual 

hold; he let himself decline and became subject to mental and physical decay" (p. 

117). 

I look forward to the day when the "current literamre" recognizes the 

transforming power of the one who gives hope. 
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APPENDIX A 

INTERVIEW FOLLOW-UP LETTER 
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October 16, 1997 

Dear 

Thank you for your willingness to participate in my study of elementary school 
principals' perceptions of effective leadership behaviors. This interview is part of the 
data collection process for my doctoral dissertation. Your help is extremely valuable. 

I want to confirm our interview date and time: . I 
expect that our interview will last approximately an hour to an hour and a half. I 
hope this will fit with your busy schedule. 

The following topics are what I'd like to discuss during this interview: 

• Your overall opinion regarding effective leadership practices. 

How you influence your school culture and how that applies to your 
leadership. 

Your personal vision and how the concept of vision relates to your leadership 
behaviors. 

What you believe is the role of the principal in school improvement. 

Your view of the concept of empowerment and how that plays out in your 
school. 

Your opinions of the strengths and weaknesses of your administrative pre-
service education. 

Your recommendations of how educational pre-service training can be 
improved. 

Your observation of how the role of the principal has changed over the 
years. 

I will be analyzing the data from this interview using qualitative research methods. 
Consequently, I would like to audio tape our interview. Neither you or your school 
district will be identified in the findings of my research. 
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Once again, thank you for your help and cooperation. I look forward to meeting with 
you. 

Sincerely, 

Eric R. Abrams 
Principal, Richardson Elementary School 
Flowing Wells School District 
Work 690-2371 Home 544-4338 

Signature of Subject 
Signature indicates subject's consent to 

participate in this study. 
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