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ABSTRACT
A Case Study of An Elementary Principal in a School Where
Teachers Are Encouraged to Assume Leadership
Responsibilities

by
Mary E. Brun

Teacher leadership is a term frequently cited in the
current literature. In the past, leadership was instituted
in a top-down format. The State Departments told the
central office of the local districts, then the central
office personnel told the principals, who told the teachers,
who went in their classrooms, shut the doors, and tried to
provide the best curriculum for their students.

Today many educators believe it is time for teachers to
demonstrate their 1leadership skills. In some school
districts, instead of isolating teachers in their individual
classrooms, teachers are being involved in a number of
facets of decision making. As the teachers roles in a
building begin to expand to include 1leadership
responsibilities, the principal will begin to assume new
roles.

In this study, the researcher served as a participant
observer in an elementary school for sixteen weeks to gather
qualitative data to describe the roles and responsibilities
of an elementary principal in a school where teacher

leadership is encouraged. The data included extensive open-



ended interviews with the seven participants, in-depth field
notes, and a review of relevant school documents.

This case study describes the roles and
responsibilities of an elementary principal in a school
where teachers_ are encouraged to assume leadership
responsibilities. To be able to identify the ways in which
teacher leadership impacted the principal's roles, the
researcher needed to describe the teacher leadership,
describe the culture of the school, and describe how the
culture had affected the school.

In the project setting, leadership appeared to be all
encompassing for each staff member. The principal believed
that teachers who were treated professionally acted
professionally. Teachers were treated with respect and
trust. The principal organized leadership opportunities for
all teachers, encouraged teachers to become involved in
making decisions, promoted a shared vision of student
learning among the staff, and recognized and rewarded
teachers.

The major contribution of this study is that it
provides educators with a "grounded" 1look at what is
currently happening to and for the principals in many
schools today and suggests the need to revisit the

professional development programs for school administrators.
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Teacher leadership is a term frequently cited in the
current literature. Although the expression, teacher as
leader, may appear to be self-explanatory, many questions
remain. These questions may include: who they lead, when
they lead, how a building principal is affected by the
leadership, and what type of school culture is conducive to
and/or detrimental to the teacher leader?

The field of education may need to refer to business
and industry in eliciting a basic definition of a "leader.*"
The literature in the business field includes over three
hundred and fifty different definitions of a leader.
Thousands of investigations of leaders have been conducted
over the last seventy-five years. Warren Bennis provides a
detailed description of leadership, which appears to be both

respected and frequently repeated in the literature. He
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stated that leadership is:

Collective, there is a symbiotic relationship
between leaders and followers, and what makes it
collective is the subtle interplay between the
followers' needs and wants and'the leader's
capacity to understand, one way or another these
collective aspirations. Leadership is “causative",
meaning that leadership can invent and create
institutions that can empower employees to satisfy
their needs. Leadership is morally purposeful and
elevating, which means, if nothing else, that
leaders can, through deploying their talents,
choose purposes and visions that are based on the
key values of the work force and create the social
architecture that supports them. Finally,
leadership can move followers to higher degrees of
consciousness, such as liberty, freedom, justice,
and self-actuality. (pp. 217-218)

The definition of leadership utilized for this study is
that of facilitating movement for problem solving through
interactions between and among teachers in which they help
one another look at the organization of which they are a
part.

Since the early 1980's, educators have been wrestling
with conceptions of teacher leadership to try to identify
leadership elements consistent with the role of teaching.
For the past ten to fifteen years, educators have tightened
academic requirements and have tried to raise student
standards due to the leadership of the "higher ups," the
people from a greater authority, not the classroom teachers.
They have listened to those leading the Amer;can school
reform movement and have tried to accomplish the goals which
have been set. However, today schools are at a crossroads.

Many educators believe that it is now time for the "second
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wave" of the reform movement. (Lieberman and Miller, 1984,
p. 148; Darling-Hammond, 1989, p. 9) It is time for
teachers to demonstrate their leadership skills in the areas
of textbook selection, staff development, curriculum
development, teacher evaluation, budget allocation,
inservice education, student placement, and school policy.

Glickman stated that:

The issue of how educators are treated within their

own school walls needs to be resolved if we are to

have lasting significant change in schools. In
essence, educators will be given greater latitude
over curricular and instructional decisions as long

as those decisions recognize the dual objectives of

equal access to knowledge for all students and

accountability to the public for results. (pp. 69)

The participation of teachers in leadership roles,
which extend beyond direct teaching responsibilities, has
been commonplace in public schools for many years. However,
the types of responsibilities have encompassed the more
traditional roles of department heads and curriculum council
members. Participatory management by teachers has been
limited, with their role oriented more to fulfilling task
assignments rather than participation in school or district-
level decision making.

There is no doubt teachers are involved in informal
policy and curriculum decisions daily in their classrooms.
However, their expertise 1is rarely seen at building,

district, and state levels. Stimson pointed out that most

teachers lack meaningful opportunities to make decisions
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concerning their professional 1lives. (p. 316) By
restructuring the roles of teachers, teacher leaders may
provide powerful models of professionalism for their peers,
provide leadership in a variety of content areas, and help

create a positive climate in school communities.

Exploration into the current status of teacher
leadership appears to be needed, since many states are in
the process of legislating practices which provide greater
teacher participation in school leadership, greater teacher
incentives, and improvement in the qQquality of schools and
teaching. Without a doubt, as the teachers' roles begin to
expand to include leadership responsibilities, the principal
will assume new roles. One of those new roles may be
involving teachers in decision making activities. Bridges
points out that "of the myriad of activities in which a
principal engages, his conscious involvement of the teachers
in decision making is crucial." (p. 49) "By relying on staff
members, administrators give them a greater sense of
efficacy, responsibility, and control.* (Murphy, 1988)
Smith indicates that, "studies have indicated that when the
administrators of a school district have provided the
opportunity for involvement, the input the teachers gave

caused them to feel they were listened to, heard, respected
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for their opinions, and that their opinions counted at the
district level.* (p. 12)

Not all teachers may be interested in decision making
or even concerned with having the opportunity to make their
opinions known. In fact, "many teachers are not ready to
assume a confident decision making role in considering what
to teach and how to teach it." (Darling-Hammond, 1984)
Goldman and O'Shea point out that "the issue of teacher
decision making makes teachers and administrators
uncomfortable." (p.43) Goldman and O'Shea continue by
stating that "by acknowledging teacher concerns through
inquiry, educators will learn to build such discussions into
the organizational structure of the schools, therefore,
change will occur slowly and carefully." (p. 43)

As these changing attitudes and behaviors begin to take
place, the administrator may feel uncomfortable, concerned,
or even threatened by a change in the allocation of
leadership. Barth believes that "perhaps the most important
item on a list of characteristics of effective principals is
the capacity to relinquish, so that the latent creative
powers of teachers can be released." (p. 640)

"Shared decision making represents a significant change
in the traditional culture of schools; the nurturance of
such change requires much time and support and the redesign
of existing roles.* (Johnston, Bickel, Wallace, 1990) The
role of the principal is changing in the school culture. A

school's culture is created through the experience and



interplay of all the key players in a school. A principal
must understand his or her school, its patterns, the
purposes they serve, and how they came to be. As Deal and
Peterson indicate, "the principal can play a key role in
acknowledging transitions, healing whatever stress they
create, and helping the school adapt to change in terms of
its traditions and culture." (p. 28)

The fact that leadership in the public school is seldom
recognized does not mean that it is unimportant. On the
contrary, according to Former Secretary of Education, Terrel
Bell, "we are currently facing the greatest test of
educational leadership in the history of the United States."
(Doyle and Hartle, 1985) Not enough is known about a
principal who encourages leadership. For the future there
must be a clear description of an understanding of what
leadership is, the changing role of the teacher, the
changing role of the principal, and the nurturing school

culture to improve the performance of the schools.

The researcher's purpose was to investigate the roles
and responsibilities of a building principal as teacher
leadership is encouraged in an elementary school. This
study took place in the context of a single elementary

school with the researcher utilizing ethnographic



Ten.




methodology. The major research question for the study was:

I.

IN WHAT WAYS AND TO WHAT EXTENT DOES TEACHER
LEADERSHIP CHANGE THE BUILDING PRINCIPAL'S ROLES?

To further assist in ascertaining a description of the

changing roles of a principal in relationship to teacher

leadership,

the study.

A.

the following questions were designed to guide

IN WHAT WAYS AND TO WHAT EXTENT ARE TEACHERS
INVOLVED IN LEADERSHIP ROLES?

1.

2.

How does each teacher define leadership?

What types of leadership roles are available
to teachers at the building level? District
level?

Who is identified as a teacher leader?

Where do the teachers demonstrate their

leadership abilities?

IN WHAT WAYS AND TO WHAT EXTENT DOES THE
PRINCIPAL ACT TO INFLUENCE TEACHER LEADERS?

1.

2.

How does the principal define leadership?
How does the principal perceive him/herself
as a promoter of teacher leadership?

What role does the principal have in



nurturing and supporting teacher leaders?
What expectations does the principal have of
teacher leaders?

To what degree do teachers embrace or resist
these opportunities?

In what way does the principal recognize and
promote teacher professional self-worth and
accomplishment?

In what way does the principal encourage
leadership without causing teachers to be

pitted against other teachers?

IN WHAT WAYS AND TO WHAT EXTENT DO THE CORE
BELIEFS OF THE SCHOOL INFLUENCE THE PRINCIPAL'S
ABILITY TO PROMOTE LEADERSHIP?

l.

2.

What are the core beliefs of the staff?

How have these beliefs been established?
Reinforced? Maintained? Altered?

In what ways have the changing roles of the
teachers and principal caused a change in the

school?

WHAT FACTORS INFLUENCE THE PRINCIPAL'S EFFORTS TO
PROMOTE TEACHER LEADERSHIP?

l.

2.

What training does a principal need to
recognize and support an effective leader?
How does a principal approach a teacher who

demonstrates leadership abilities?






3. How does the principal assess a staff
member's professional expertise?
4. How does the principal facilitate the use of

the expertise of each staff member?

The above set of questions is broad in scope, to avoid
imposing a structure which would not allow for emphasis to
change. As the researcher's involvement in the school
escalated and various events occurred, some of the questions
became more significant than others.

The subject of this study was an elementary school
principal who currently holds her position at a K-4
Elementary School in a suburban area. Her responsibilities
included the typical roles of an elementary principal. The
building houses two-three classrooms per grade level with
support personnel which included: a learning specialist,
speech correctionist, physical education teacher,
instrumental music teacher, special education
paraprofessional, two custodians, and a secretary on a full
time basis. A social worker, psychologist, art teacher,
and a vocal music teacher served the students on a part-time
basis. The student population numbered approximately 350,

in a predominantly white setting.

SIGNIFICANCE OF THE STUDY

The significance of this study lies in several areas.
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First, the role of the classroom teacher is changing. No
longer is teaching necessarily an isolated activity.
Teachers are being asked to assume leadership
responsibilities for decision making in those educational
areas for which they have greatest concern. They are given
ownership of a responsibility about which they care deeply.
Teacher leaders become more vested in the school and its
success. By sharing leadership those teachers should feel
more ownership and commitment to the implementation of
decisions. This study provided insights into teachers'
beliefs regarding their leadership roles.

Secondly, since the role of the teacher is changing,
the principal's may as well. Principals, by virtue of the
authority of their position, are seen as school leaders.
Yet ideally, the necessary leadership will arise from a
collaboration among principals, teachers, and parents. As
teachers begin to assume leadership, the principal must be
willing to relinquish some of his/her control and share it
with teachers. By professionalizing teaching and building a
more collaborative culture in the schools, the way in which
both the staff and students grow and learn may be profoundly
changed. This study provided insights into an elementary
principal's beliefs regarding the role of an administrator
in a school where teacher leadership was encouraged.

Finally, central to the changing roles of both the
principal and the teacher is the school culture in which

these changes take place. There are schools that are
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pleasant places to work, where teachers see themselves as
professionals, and where students receive a high quality
education. One characteristic of these schools is a culture
that is responsive to the needs of teachers as professionals
and encourages opportunities for teachers to dialogue
together, to interact professionally, and to form collegial
relationships. This study provided insights into what
components of the school culture are necessary for teacher

leadership to occur and be maintained.

The method of research used during this study was
ethnography, also known as qualitative research,
naturalistic research, or fieldwork research. (Bodgen and
Biklen, 1982) The purpose of ethnography is to discover the
patterns of behavior that make up a social system in order
to provide descriptions about social human behavior. The
goal of this type of research is to identify why people are
doing what they are doing. The researcher also would
consider what experiences the subjects had, how they
interpreted their experiences, and how they structured their
social world. In this study, the researcher discovered
the roles and responsibilities of the principal changes
when teachers are given leadership responsibilities.

This study was conducted during the first semester of

the 1991-92 academic year. The fieldwork took place in an



elementary building (K-4) located in a suburban district.
The principal of the building was identified by her peers as
an administrator who supported teacher leadership on the
part of the teachers in the school.

Since the purpose of field research in ethnographic
studies is to learn about the process rather than the
outcomes, the major concern of this fieldwork is
descriptive. To be able to describe the context of the

study, the following methods were utilized:

- Participant Observations

- Open-ended Interviews

- Review of Relevant School Documents
- Observer's Comments

- Fieldnote Memos

The participant observations occurred throughout the
school day. Before and after school, the staff was observed
in various locations throughout the building, the teachers®
lounge, the office, in classrooms, and in hallways. During
school hours, six of the staff members were followed through
their regular scheduled day. Many of the staff meetings or
building curriculum meetings served as opportunities for
observation. The researcher spent approximately one full
day (8 1/2 hours) per week observing the principal in these
different contexts. This project took place for sixteen

weeks, beginning September 2nd and concluding the week of
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December 16th. Events, interactions of the participants,
activities, and factors which seemed relevant to the study
were recorded in fieldnotes.

Interviews were tape-recorded with the consent of the
subject. The open-ended interviews were used to obtain data
to clarify and reinforce what was observed and recorded
during the participant observations. Interviews also served
as a source for understanding the participants' behavior.
Two series of interviews were held for the data collection.

Finally, the third source of information was the school
documents that included descriptions of different school
activities and experiences in which the staff have been
involved. To answer the research questions, documents were
collected which included memos from the administration, an
Annual Report submitted to the Michigan Department of
Education, a district Parent/Student Handbook, forms
indicating professional development activities for the
staff, and a North Central Association Accreditation Report.

In following appropriate research practice, the
researcher's personal reactions, inferences, emerging
questions, and assertions were recorded separate from the
observations and during regular intervals. Analytic memos
were written to aid in analysis, with summary reflections on
any emerging issues, and the formulation of questions for
further investigation. (Bogden and Biklen, 1982)

By utilizing the above methods, the data were cross-

referenced. Every effort was made to incorporate the voice



of the staff into the process of data analysis. Analysis of
the data involved "checks" at intervals within the duration
of the study. The purpose of this periodic analysis was to
determine if the questions originally asked needed
modification. Where this was necessary, new questions were
generated to add to the inquiry. The final analysis
involved a systematic and careful examination of all the
data to determine the patterns that helped to answer the
questions used to guide the investigation. Care was taken
to triangulate the data across different types and sources

of information.

The focus of this study was to identify the roles and
responsibilities of a building principal when teachers are
encouraged to assume leadership. However, the following
items are the delimitation and limitations of the study:
DELIMITATION

1. The focus is on one principal, in one school, in

one district.

Although the question of whether the findings are

generalizable may surface, the researcher is more

concerned with the question of to which other

settings and subjects the study is generalizable.
LIMITATIONS

1. A majority of the findings will come from the



observations and interviews.

The researcher has completed a series of graduate
level ethnographic research coursework, in which
she conducted a pilot study similar to the current
study and utilized the observation and interview

techniques.

2. The researcher brought to the study her own
opinions, prejudices, and other biases which may
affect the data. Since the researcher is
sensitive to this issue, her observations may be
affected by her personal orientation.

The researcher's primary goal was to add to
knowledge on the role of the elementary principal.
The researcher tried to interact with the
subjects in a natural, unobtrusive, and non-
threatening manner. She attempted to "blend
into the woodwork® and try to act so that the
activities that occur in her presence would not
differ significantly from those that occur in her

absence.

The description of the roles and responsibilities of

an elementary principal begins with a review of the



@

4



16

literature.

Chapter 2 contains background for the study and the
findings by reviewing existing literature on the historical
perspective of the role of the teacher. As the teacher
moves from an isolated member of the educational community
to one of shared leadership, the role of building principal
changes. Therefore, a continuation of the review of the
literature is needed to give a historical perspective of the
role of the building principal. Each of these areas is
intertwined in describing a movement toward collegiality in
the schools. Finally, included in the review of the
literature, is a description of the school culture and its
relationship to the roles and responsibilities of the
teacher and the principal.

Chapter 3 contains rationales for both the topic and
method of this study. The processes of participant
observations, open-ended interview, and review of relevant
school documents are described in detail. A historical
description of the community, a description of the site, and
a comprehensive floor plan are included, with a detailed
timeline of the site selection process.

The findings of the study will be detailed in Chapter

4. The findings have been organized into sections:

- Assertions regarding teacher leadership
- Assertions regarding the role of the building

principal in working with teacher leaders
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- Assertions regarding the beliefs of the staff

Chapter 5 includes a summary of the study, conclusions
from the research findings, implications for educational
practice, recommendations for further research, and

reflections of the researcher.
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CHAPTER 1II

The literature on the leadership roles of teachers and
principals overwhelmingly emphasizes the need for a
“professionalization® of the profession. In the recently
heralded *“second wave® of the American educational reform,
the new reformers are united in an effort to improve
education by improving the status and power of teachers, and
by "professionalizing* the occupation of teachers. (Darling-
Hammond, 1987) Involved in the restructuring of schools is
“the building of a new set of relationships between members
of the school community, including an enlargement of the
leadership team in schools, new roles for teachers and
administrators, changed organizational arrangement, and even
a rethinking of the substance of what is to be taught."
(Lieberman, 1988) Another integral component of the roles

that teachers and administrators assume is the culture in

18



i
Wil

in
fe

s




19

which they assume them. "“When we struggle to understand the
culture, its people, and its substance, we must acknowledge
that each school is different, that the collection of people
and their history together form different ways of being."

(Lieberman, 1984)

Historically, one common theme permeates the
description of the setting for teaching - isolation. Lynn
Olson points out that "most teachers spend their days
closeted away in their classrooms, taking their marching
orders from the central office." (p. 56) It has frequently
been written that "teaching is a 1lonely profession."
{Sarason, 1966) Once a student graduates from a teacher
preparation program, he/she finds him/herself alone in the
classroom with a group of students without a peer or
supervisor in sight. This new teacher is left with a degree
in hand, high expectations, some untried methodologies, and
few adults with whom to share, grow and learn. If teaching
is to be understood as a "“lonely profession," then the source
of that loneliness lies outside of the realm of children. It
may be caused by the lack of interactions with other adults,
especially one's colleagues. "While relations with students
tend to be immediate, direct, and engaging, relations with
peers may be characterized as remote, obligque, and

defensively protective." (Lieberman, 1984)
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For most teachers in most schools, teaching is a lonely
enterprise. “Although teaching is highly interpersomal,
teachers are isolated from colleagues most of the day, and
professional interaction is often limited." (Davis, 1987)
With so many people engaged in so common a mission in so
compact a space and time,"it is perhaps the greatest irony -
and the greatest tragedy of teaching - that so much is
carried on in self-imposed and professionally sanctioned
isolation."” (Lieberman, 1984) Not only were teachers
isolated in their profession, but for the last two decades,
state and federal regulations were mandating what was to be
taught. Between 1969 and 1974, state legislatures enacted
approximately 66 laws encouraging accountability through
management and budget reforms, planning and evaluation
procedures, and statewide assessment of student performance.
By 1979, all fifty states had undertaken some legislative or
state board initiative to set standards for schools or
students, usually in the form of minimum competency testing.
By 1983, most states had put in place mandates prescribing
school curricula, planning activities, evaluation procedures,
and student promotion or graduation requirements. "These
accountability movements tended to view the teacher not as an
autonomous decision maker but as an agent of public school
policy makers subject to hierarchical control.* (Lieberman,
Darling-Hammond, 1988) Ernest Boyer, President of the

Carnegie Foundation for the Advancement of Teaching wrote:
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It's ironic that while American business 1is
beginning to recognze the importance of the worker,
in education we still are trying to fix the
system from the top down. The time has come to
recognize that school renewal should be led not
just by politicians, but by educators, too.
Principals and teachers must be given not only more
responsibility, but more empowerment as well.

(Hill, 1989)

Following the publication of the 1983 report, A_Nation
At Risgk, in which the National Commission on Excellence in
Education pointed to declining student scores on tests of
academic ability and higher order thinking skills, the
"second wave" of American educational reform was heralded by
another set of reports. Both the Carnegie Forum on Education
and the Economy and the Holmes Group of Education Deans were
united in their desire to improve education by "improving the
status and power of teachers and by 'professionalizing' the
occupation of teaching." (Lieberman, Darling-Hammond, 1988)

Hill points out that in this second phase of reform,
one of the major themes was "the need to professionalize and
empower the nation's teachers." (p. 53) In the report, A
Nation Prepared: Teachers for the 2lst Century, a new role
for the nation's teachers was stressed:

If the schools are to compete successfully with

medicine, architecture, and accounting for staff,

then teachers will have to have comparable

authority in making the key decisions about the

services they render.

(Hill, 1989)

Over the years research has indicated that teachers
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have 1long expressed a great desire to participate in

educational decision making. In 1950, Muscovitz reported

that "more than fifty percent of his sample of several

hundred teachers in New York City desired participation in

such educational decisions as budget preparation and the

planning of systemwide staff meetings." (Watson, 1966)

Watson continues by pointing out that:

nearly one-third of the teachers expressed the wish
to participate in the evaluation of teacher growth
and the preparation of the school calendar. Yet
the percentage of teachers reporting actual

involvement was small - on only one item did as
many as twenty-five percent report actual
participation.

(October, 1966)

But what would it mean to professionalize teaching?

Arthur Wise believes there are 8ix steps to teacher

professionalism which include:

5.

6‘

Reform of Teacher Education
Reform of Teacher Licensing
Restructuring of Schools
Reform of Unions

Reform of Accountability
Reform of Incentives

(pp.58-59)

In a description of the third component of his six step

process,

he recommends that schools must restructure to
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promote teacher participation in decision making. He
suggests involving teachers in hiring new colleagues,
inducting new teachers into the school, planning the
curriculum, selecting textbooks, and organizing and operating
the student evaluation system. (p. 58)

In fact, the Carnegie Report, A_Nation Prepared:
Teachers for the 21st Century, laid down a number of specific

recommendations to assist teaching in making a transition
from occupation to profession. These recommendations are as
follows:

- Creating a National Board for Professional
Teaching Standards to certify teachers

- Restructuring schools to provide a "professional
environment for teachers, giving them autonomy
within the classroom while holding them
accountable for student progress"

- Including a new category of "lead teachers" who
would guide and influence the activities of other
teachers

- Requiring that teachers earn a bachelor's degree
in the arts and sciences before entering the
professional study of teaching

- Developing a new professional curriculum in
graduate schools of education leading to a
master's degree

- Mobilizing the nation's resources to prepare

minorities for teaching careers
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- Linking student performance to teacher
compensation and providing schools with the
technology, services and staff necessary for
teacher productivity

- Making teacher's salaries competitive with those
in other professions

(Hill, 1989)

Linda Darling-Hammond purports that the following
characteristics would serve to allow and ensure competent

professional performance of teachers:

- Rigorous entry requirements

- Supervised induction

- Autonomous performance

- Peer-defined standards of practice

- Increased responsibility with increased competence

(1984, pp. 2-3)

She believes that efforts in these directions can lead to "a
more professional and instructionally productive approach to
schooling as well as teaching." (p. 4)

A key factor in the professionalization of teachers is
the opportunity for teachers to make decisions. That
decision making "goes hand in hand with breaking down the
isolation that keeps teachers separate and prevents

developing networks that might move teachers closer to
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professionalism." (Maeroff, 1989)

The opportunity to make decisions seems to have been
all too unusual in schools. It appears that most teachers
lack meaningful opportunities to make decisions. In a survey
of teacher involvement in decision making released by the
Carnegie Foundation for the Advancement of Teaching, of ten
possible areas of decision making, in only two - choosing
textbooks and materials, and shaping the curriculum - did the
majority of teachers feel involved. The report says that
*recent education reforms have done little to increase
teacher involvement in budget decisions, student placement,
student discipline policies, or staff development matters."
(Executive Educator, 1989) 1In another survey sponsored by
Instructor Magazine, of the 8,000 teachers less than 30%
stated that they make most of the basic decisions concerning
textbooks)and supplemental educational materials. Forty-
seven percent made none of the important decisions concerning
inservice training. Sixty-one percent had no opportunities
to observe other teachers in the classroom. Less than twenty-
five percent saw themselves as "meaningfully involved" in
choosing the subjects and grade levels they teach. Finally,
eighty-one percent “rarely or never" received useful guidance
from the principal on instructional matters. (Stimson, 1988)

Maeroff believes that although teachers do not want to
run the school, they do want to be free to run their own
classes. He states that "they want to be consulted on

decisions that are going to affect them and once they know
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what to expect, they usually maintain the proper balance
between conformity and autonomy." (Raelin, p. 17)

Over the past five years various terms have been
utilized in the literature to identify this change in the
role of teacher decision making. Throughout the literature
one may see "site-based management," “teacher empowerment, "
*school-based management, "*school improvement,""participatory
management®", and "school-based decision making." All of
these terms mean bringing the responsibility for decisions as
close as possible to the school. In essence, "it means
carrying out decisions by involving staff members directly in
the decision making process and by trusting their abilities
and judgments." (Harrison, et. al., 1989) According to Ann
Lieberman in an interview with Ron Brandt, she defines
empowerment as "empowering teachers to participate in group
decisions, to have real decision making roles in the
community.* (Brandt, 1989) By providing teachers with the
opportunities to make decisions on topics relevant to their
classrooms, they begin to assume leadership roles in the
building. Districts are implementing school-based management
today to bring about significant change in educational
practice: "to empower school staff to create conditions in
schools that facilitate improvement and continuous
professional growth." (David, 1989) Although school-based
management takes many forms, the essence is school-level
autonomy plus participatory decision making. Research

studies find “a range of positive effects in districts which
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practice this type of management. Increased teacher
satisfaction and professionalism to new arrangements and
practices within schools are two such effects." (David, 1989)

For most educators, their duties remain much the same,
whether they have taught for three years or thirty. It
appears as though they have little to say about what happens
in the school as a whole. Yet "across the nation, educators
are assuming greater responsibility for the performance of
their peers, promoting new approaches to teaching and
learning, and making decisions about school policies and
programs." (Olson, 1989; Lieberman, 1989)

In reviewing the literature, the two districts in the
country which are cited most frequently are Dade County,
Florida and Rochester, New York. Dade County, Florida, is
one of the first sites where teachers have gained control
over how they spend money, allocate staff, and organize
instruction. Olson described the program, titled the School-
Based Management/Shared Decision Making Program as, "“a
creation of the Dade County Public Schools, and the local
teachers' union." (p. 59) In essence, Olson states that the
Dade County program "assumes teachers with greater autonomy
will create better and more stimulating schools." (p. 59)

In Rochester, New York, a Career In Teaching Plan was
developed by the Rochester City School District to make
effective use of teacher expertise, to increase the
reliability of teacher evaluations by diversifying them, to

reward long term commitment to teaching, and to recruit and
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retain outstanding teachers. The Career In Teaching Plan

created a four-tiered profession:

- Intern teachers - new practitioners without
experience, who must teach under the guidance of
mentor teachers

- Resident teachers - teachers who have successfully
completed a year of internship but have not yet
achieved tenure or permanent certification;

- Professional teachers - teachers who have earned
permanent certification and tenure;

- Lead teachers - teachers selected by a joint panel of
teachers and administrators, who teach at least half
time

(Urbanski, 1988)

Another example of changing teacher roles is in the
Pittsburgh Public School District, where less than ten years
ago they opened the Schenley High School Teacher Center. The
program focused on each individual teacher in each secondary
school as the target of change. Teachers from the district's
other eleven secondary schools visited the center in groups
of fifty for eight weeks. They “participated in structured
experiences to refine and expand their instructional skills,
increase their sensitivity to adolescent development, and
update their content knowledge, and renew themselves both

personally and professionally.* (Johnson, et. al, 1990)
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Through on-going evaluation of the program, it is believed
that the Schenley High School resident staff gained many
benefits from actively implementing and developing the
program for the visiting teachers. Both groups, the visiting
teachers and the resident staff, were able to be involved in
decisions that would directly affect their work.

In 1986, the district began the Centers of Excellence
Program, "which <challenged each 8chool's staff to
institutionalize shared decision making and school-based
professional development." (Johnson, et. al., 1990) Each
school created an instructional cabinet of administrators and
teachers who would meet regularly to make decisions related
to the instructional climate of the school, such as
identifying objectives, how they would achieve them, cost of
each step, and the evaluation process. A key to the Centers
of Excellence Program is the facilitator, a teacher at each
school who both taught a maximum of three periods and
functioned as an in-house organization development

specialist. The facilitator was responsible for:

- Coordinating and facilitating development,
implementation, and dissemination of Center of
Excellence activities

- Serving as liason between the school and the director
of the Centers of Excellence

- Providing feedback to the instructional cabinet and

other related groups
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- Identifying and scheduling training for appropriate
personnel

- Coordinating schoolwide professional development
activities with special emphasis on peer
observations, teaching clinics, and seminars

(Johnston, 1990)

In the midwest, in Hammond, Indiana, "a school
improvement effort provides the opportunities for teachers to
have a major say in decision making and in shaping the
programs they believe will be best suited to the needs of
their students." (Casner-Lotto, 1988) The participants in the
School Improvement Process believe that those most closely
affected by decisions should have a major role in making them
and that reforms are most effective when carried out by
people who have a sense of ownership of them. Because of
this belief, the concept of pyramiding has become a key
component of the School Improvement Process (SIP).
Pyramiding is cited as *"increasing the number of people who
have input into decision making and thus increasing the
acceptance of new programs and policies." (Casner-Lotto,
1988) Casner-Lotto points out that the School Improvement
Process, in Hammond, Indiana, which draws on the collective
energy and expertise of teachers, administrators, students,
parents , and other community members, "is fundamentally
changing the way schools operate and enhancing opportunities

for learning.” (p. 349)
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Further west in the ABC District of Cerritos,
California, the teachers are part of a highly participative
structure that extends from the classroom to the district
office. The move to provide teachers with the responsibility
for decision making began in the 1970's. At that time the
superintendent, Eugene Tucker, had a firm commitment to
involve staff members at all levels in the management of
their work. Tucker took three steps which influenced the

process of change in the district, which include:

- A new management organization - his goal was to
reduce the number of levels between the
superintendent and the principals to one: a district
director for elementary or secondary education to
improve communication and professional interaction
among administrators as well as to keep the funds in
the school.

- Teacher control of curriculum - the control of the
curriculum has been completely transferred into the
hands of the teachers.

- Teachers as school leaders - Superintendent Tucker
established Instructional Resource Teachers at each
school, to provide instructional leadership for
teachers and work with the principal on instructional
issues.

(Sickler, 1988)
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According to the ABC teachers, the benefits of the
changes are many. First, "the results of the teacher
designated curriculum are far more useful because those who
teach the new curriculum feel a sense of ownership and the
second benefit is the opportunity for interaction among
different schools, across grade levels, and among subject
areas." (Sickler, 1988)

As teachers begin to make meaningful decisions in their
schools, they have the opportunity to demonstrate their
leadership skills, Barth indicates that "every teacher is
good at, or wants to and can become good at some important
part of the life and work of a school." (p. 640) Teachers
harbor extraordinary leadership capabilities and their
leadership is a major untapped resource for improving U.S.
schools. (Barth, 1988)

Maeroff believes teachers are hungry for stimulating
educational experiences. “If they did not care about
learning they would not have contemplated careers in the
classroom." (Maeroff, 1988). However, "until some teachers
are willing and able to take the initiative required to
assume new roles, until other teachers are willing to work
with them, and until administrators and policy makers are
willing to provide the structural and symbolic support for
such leadership, our schools and our teachers will not be as
effective as they could be." (Rallis, 1988)

Expanding the leadership team in schools means not just

creating a few new teacher roles or giving the principal some
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help, but finding new ways of organizing schools "to create
an open collaborative mode of work to replace teacher
isolation." (Lieberman, 1988) Studies by Lieberman indicate
that a teacher in an expanded leadership role becomes

involved in a comprehensive series of actions which include:

- Building trust and rapport

- Making organizational diagnosis

- Building skill and confidence in others
- Using resources

- Dealing with the change process

- Managing the work

(p. 6)

Inherent in each of these "skill clusters" are
strategies teacher leaders use to build structures for
collaborative work with their peers. Finding ways to create
structures for teachers to work together, to focus on the
problems of their school, to enhance their repertoires of
teaching strategies - are all part of the work of teachers
who work with other teachers. (Lieberman, 1988)

Judith Warren Little offers an operational definition
of collegiality in schools. She believes that collegiality

is the presence of four specific behaviors, as follows:

Adults in schools TALK ABOUT PRACTICE. These
conversations about teaching and learning are
frequent, continuous, concrete, and precise.
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Adults in schools OBSERVE EACH OTHER engaged in the
practice of teaching and administration. These
observations become the practice to reflect on and
talk about. Adults engage together in WORK ON
CURRICULUM by planning, designing, researching, and
evaluating curriculum. Finally, adults in schools
TEACH EACH OTHER what they know about
teaching,learning, and leading.

(Barth, 1990)

There are successful models of teacher leadership cited
in the literature. Early findings appear to show that these
models are being created in school contexts, that they are
heavily dominated by a "helping stance, are part of helping
to build a more professional climate in schools, are accepted
by teachers, can be institutionalized, and can be
collaboratively mounted by professional associations working
with state and local authorities." (Lieberman, 1987)

One such program is that of the Teacher Advisor Project
(TAP) of the Marin County Office of Education, implemented in
the early 1980's. This program created two new positions for
teachers: Teacher advisors and peer facilitators. Kent

states that TAP is based on two major beliefs:

- Teachers can and will define their own professional
development needs in relation to school, system, and
professional goals to improve schools and learning

- To affect change in the classroom or school
assistance must be given on-site.

(p. 31)
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Kent describes the activities of the advisors and peer

facilitators in five roles: resource linker, facilitator,

trainer, colleague coach, and supervisor. (pp. 31-33) Each

of these roles provides teachers with opportunities to work
with other teachers in various responsibilities - from
identifying presenters for staff meetings to the supervision
of teachers. Little indicates that "through the advisors®
and peer facilitators' direct involvement with teachers, it

has shown that the perspectives and skills of advising have

broad utility." (p. 34)
Another example of a school district where teachers are

working together toward a common cause is in Gorham, Maine.

Goldman and O'Shea describe a district that is now "touting

an outstanding parent volunteer program, teachers who lead

staff development activities on a regular basis and
participate in grade level as well as systemwide curriculum

comnittees, and teachers along with administrators working on

alternative assessment approaches." (p. 41)

Judith Warren Little identifies three ways in which

schools may benefit from promoting closer collegial ties

among teachers:

Schools benefit first by simply orchestrating the
daily work of teaching across classrooms.
Teachers, students, and parents all gain confidence
in their knowledge of what is taught and why.
Teachers are better prepared to support one
another's strengths and weaknesses. Second, schools
that promote teacher-to-teacher work tend to be
organized to examine and test new ideas, methods,
and materials. They are adaptable and self-reliant
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in the face of new demands; they have the necessary
organization to attempt school or classroom
innovations that would exhaust the energy, skill,or
resources oOf an individual teacher. Finally,
schools that foster collegiality are plausibly
organized to ease the strain of staff turnover,
both by providing systematic assistance to

beginning teachers and by explicitly socializing
all newcomers to staff values, traditions, and

resources.

(Lieberman, 1990)

Yet how would one describe a collaborative school?

Smith identifies five characteristics of a collaborative

school:

- The belief that the quality of education is largely
determined by what happens at the school site

- The conviction that instruction is most effective in
a school environment characterized by norms of
collegiality and continuous improvement

The belief that teachers are responsible for the
instructional process and accountable for its

outcomes

The use of a wide range of practices and structures
that enable administrators and teachers to work
together on school improvement

The involvement of teachers in decisions about school
goals and the means for implementing them.

(p. 17)

Researchers have found that "to create a more

professional culture in the schools, collegiality must first

be developed." (Lieberman, 1988) Studies have shown that

when the principal encourages and facilitates collegial work,
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the results are collaborative interactions among staff

members. "Coordinating professionals in the fluid context of

collegial support is a complex task for the administrator."

(Smith, 1988)
Thus, changing the teaching career structure would also

change administrative structures and roles. As Urbanski

stated, "We cannot develop new roles for teachers without

affecting the traditional roles of school administrators.*"

Philip Schlechty succinctly wrote, “Teachers should

(p. 52)
leaders of 1leaders."

be leaders, and administrators,

(Urbanski, 1988)

The process of changing the roles and responsibilities

of school people "will stir up and disturb some of the deeply

rooted beliefs, not because current arrangements are

effective, but because that is the way things are."

(Lieberman, 1988) However, it is possible to conceive of

principals and teachers moving to a collaborative

relationship in which they can all be leaders in the school

and share in a collective responsibility. Access to decision

making will be enhanced by "getting teachers and principals

to see each other as collaborators in making schools work

effectively for students, not as competitors for power."

(Maeroff, 1988)
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As teachers and principals renegotiate the terms of
their work, creating these new roles and structure will
undoubtedly produce turf conflicts, rewards, and
responsibilities. Yet all members of the school community
can be involved in building a collaborative culture. But
those involved in such creations must "“realize that time,
perseverance, and courage will be needed to work out these
new forms." (Lieberman, 1988)

Researchers have documented that norms of collaboration
are built through the interactions created by the principal's
facilitation of collegial work. In Little's study, she
described how the norms which were built as daily routines of
isolation were replaced by talking, critiquing, and working
together. (Lieberman, 1988) Lieberman points out that

"teachers must be organized, mobilized, led, and nurtured,
with the principal's support, participation, and concern."
(p. 151)

If principals are needed to facilitate collegial work
among teachers, what traits under what situations are
important for their leader effectiveness? To answer that
question we first need the answer to what exactly does a
principal do? Recent studies have provided a systematic
description of principals at work which has been shown "to be
consistent across organizational types, across organizational

roles, and across countries." (Hoy and Miskel, 1991) The
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five generalizations include:

Generalization 1 - The work is consuming. School
administrators work long hours (50-60 hours per week)
at an unrelenting, physically exhausting pace. Daily
routines, procedural repetition, and long periods
of uneventfulness are prevalent, but unpredictable
events arise frequently.

Generalization 2 - Work is done primarily in offices.
Time Chart

45-55% in offices

10-20% in classrooms

5-10% away from school

5-10% in the halls

10-15% in other offices, staff rooms, and the school
grounds

In their offices, principals spend about 25% of the
time working alone and 75% with people, mostly
faculty and staff.

Generalization 3 - Work is fragmented.

The work of school administrators is characterized by
variety, brevity, and fragmentation. Principals
average about three-seven minutes for each activity,
but most activities last only one or two minutes. If
it is assumed that principals change activities every
five minutes for the ten hours they work each day,
principals participate in about 120 different tasks

per day.

Generalization 4 - Work is done through verbal media.
Talking to individuals and groups is the primary
activity of school administrators. The primary
medium of exchange is oral during brief face to face
conversations, but information is also traded by
telephone and public address systems.

Generalization 5 - Work is done on a variety of
tasks. Common activities include administering
discipline, giving guidance to students, dealing with
staff and faculty on simple to complex issues (but
rarely on ones related to instruction), substitute
teaching, implementing procedural rules, conducting
mobile and static surveillance of the halls,
balancing the school's budget, maintaining the

plant and equipment, and gaining professional
knowledge.

(pp. 257-259)
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researchers used

In another study, a group of

ethnography to gather material on the principal's work

activities. Each principal studied was accompanied by one

member of the research team and directly observed for up to
twelve working days over a three year period. Through the
activities,

researchers' detailed notes on the principals'

they were able to describe the workflow of the principals’

behavior.
The research indicates that "most of a principal's work
day consists of interacting with other people." (Morris, et.
al., 1984) 1In total, the elementary principals in the study
spent 83% of their work time in contact with other people,

with students receiving the greatest amount of time. The

second most frequent interaction concerned contacts with the

researcher or with other outsiders, accounting for 19% of the

principal's time. The third most frequent interaction was
with faculty members. Faculty members tended to initiate

many of the interactions with the principal. However, most

of these interactions occurred while the principal was on the

run, in the corridors or between regularly scheduled

meetings. (Morris, et. al., 1984)

In general, the impression that many students, parents,

and non-educators have is that the principal is all things to

all people. In 1974, the Select Committee on Equal

Educational Opportunity of the United States Senate issued a

report on the role of the school principal which supports

"
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this point of view:

In many ways the school principal is the most
important and influential individual in any school.
He is the person responsible for all the activities
that occur in and around the school building. It
is his leadership that sets the tone of the school,
the climate for 1learning, the 1level of
professionalism and morale of teachers, and the
degree of concern for what students may or may not
become. He is the main link between the school and
the community, and the way he performs in the
capacity 1largely determines the attitudes of
students and parents about the school. If a school
is a vibrant, innovative, child-centered place, if
it has a reputation for excellence in teaching, if
students are performing to the best of their
ability, one can almost always point to the
principal's leadership as the key to success.

(Weldy, 1979)

Yet in spite of how fair, friendly, and candid a
principal may be, many students, parents, and staff see
him/her as the ultimate authority in the school. “Authority
relationships (student-teacher, teacher-administrator, or
subordinate-superior) are an integral part of 1life in
schools." (Hoy and Miskel, 1991) A school principalship is
“a position of power, and how principals use that power can
make a difference in America's efforts to achieve quality
education."* (Porter and Lemon, 1988)

John Maccoby described two types of power used by
organizational leaders to influence_ followers as position
power and personal power. Position power is an important
element in accomplishing school goals, since it is based on
the right of a leader to make decisions and initiate actions.

“This source of power is that which is vested in the office,
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in the rxole of the principal. Thus, in a school, the role of

the principal is seen as a position of power." (Adams and

Bailey., 1989) As principals deal with numerous problems in

schools, they use position power to control resources and the
flow of information between teacher and administration,
between teachers and teachers, and between teachers and
parents. (Porter and Lemon, 1988)

The principal's personal power is developed by the
staff's cooperative responses to his/her leadership. This
second source of power has to do with the power that is
“"entrusted to the role of the person who functions as the
principal."” (Adams and Bailey, 1989) This power must be

earned by the principal, it is not automatically given to
her/him due to her/his office. Research indicates that
“gchool leaders use their personal power to impact their
staffs." (Porter and Lemon, 1988)
In a study of elementary principals in North Dakota and
Minnesota, researchers examined teachers' perceptions of the
their principals' use of seven power strategies. The seven
strategies, identified by Kipnis, Schmidt, and Wilkinson,
include:
- Assertiveness (ordering teachers to comply)
- Ingratiation (making teachers feel good)
- Rationality (explaining the reasons for a request)
- Sanctions (using administrative rewards and
punishment)

- Exchange (reciprocating benefits)
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- Upward Appeal (seeking the support of superiors)
- Coalitions (gaining the support of a peer or
subordinate group)

(Porter and Lemon, 1988)

Findings from the study indicate that principals are
perceived by teachers to use similar combinations of power
strategies. Rationality was the strategy most frequently
reported by teachers as used by the principals. The
remainder of the strategies were utilized in the following
order: Ingratiation, Upward Appeal, Coalitions, Exchange,
Assertiveness, and Sanctions. According to the teachers, it
was the frequency with which the various power strategies
were used by the principals that affected the teaching and
learning climates in the schools.

Although power has been described as an "“ugly" word,
one that “connotes dominance and submission, control and
acquiescence, one man's will at the expense of another man's
self-esteem," Stimson and Appelbaum point out that
*»leadership is the exercise of power." (p. 313)

The point at which principals must assert final

decision-making power is a movable point on an axis

that will vary with different issues in different

school environments, but in every school, a

successful principal will involve teachers to some

degree in shared decision making.

(vann, 1989)
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In fact, "by sharing this power, most administrators
will become even more powerful leaders, in that they will
have more willing and more knowledgeable followers." (Vann,
1989) Principals of collaborative schools have discovered
that "Power shared is power gained: teachers respect for them
grows." (Smith, 1988)

Roland Barth describes shared leadership “where the
school is a community of leaders, where everyone's mission is
to insure that students, parents, teachers, and principals
all become school leaders in some ways and at some times."
(p. 640) Glatthorn and Newberg emphasize the importance of
shared leadership by their statement "that an organization is
best served by leaders who empower others." (p. 62) Barth
suggests the following steps toward shared leadership for
principals who wish to develop a community of leaders within
the school. First, the principal needs to articulate his/her
vision of where the school should be to the entire school
community. Sergiovanni supports this step by defining
administration as "a process of working with and through
others to accomplish school goals efficiently." (p. 6)
Second, the principal must relinquish responsibilities, so
that the latent, creative powers of teachers can be released.
*The wise principal uses all the help he can mobilize and
control to fulfill his/her many roles and responsibilities."
(Weldy, 1979) In fact, Sergiovanni states that
"administrative activity cannot be expressed in the absence

of other people, and it is through others that principals
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perform their work." (p. 6) Third and fourth, entrusting
teachers by relinquishing decision making authority to them
and then involving teachers in decision making will help
develop a community of leaders. Bridges indicates that "“of
the myriad of activities in which the principal engages, his
conscious involvement of teachers in making decisions is one
of the most crucial." (p. 49) The fifth step, assigning
responsibilities wisely, is accomplished by matching an
important school issue with a teacher who feels passionately
about that issue. "Teachers and other staff members possess
expertise and information that are crucial for defining
problems and making progress." (Murphy, 1988) Sixth, the
principal must share the responsibility for failure and
attribute success to the teacher. "Good principals are more
often hero makers than heroes." (p. 641) The seventh step,
believing in teachers, is necessary since, when principals
expect teachers to be committed and responsible school
leaders, the leadership tendencies of teachers are more
likely to emerge. The final step is for the principal to
admit ignorance. By declaring ignorance, it suggests that
the principal and the school need help and that the teacher
can pr6§ide it. (Barth, 1988)

Administrators "“must now be leaders of leaders."
(Goldman and O'Shea, 1990) The Far West Laboratory for
Educational Research and Development conducted a five year
study in which the researchers compiled more than 10,000

pages of notes collected from 1,100 hours of observations and
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interviews with teachers, students, and principals. These
findings suggest that principals exercise leadership in
subtle ways. Six ways were identified that principals in the

study appeared to exercise leadership. They included:

Informing teachers of professional opportunities

- Disseminating professional and curriculum materials
- Focusing staff attention on a specific theme

- Soliciting teachers' opinions

- Encouraging experimentation, and

- Recognizing individual teachers' achievements

(McEvoy, 1987)

The informal supervision appeared to have some
advantages over the more formal teacher evaluation
procedures. In fact, the quick exchanges that occur in the
familiar surroundings of a hallway or lounge may convey a
principal's message of concern or support in a less
threatening manner than would a formal meeting. The research
of the Far West Study suggests that “principals can actually
stimulate and reinforce professional growth within their
schools - for individual teachers and their staffs as a
whole." (p. 76) Principals in the study persuaded teachers
to reflect on their teaching processes, attend workshops,
take advantage of opportunities in their communities,
experiment with new ideas, and learn from each other.

*"Through their daily interactions, these principals used
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their brief and fragmented communications to encourage and
inspire teachers." (McEvoy, 1987)

In another study at the University of Texas at Austin,
a team of researchers have been investigating the leadership
skills of elementary and secondary principals. Some clear
and easily detectable distinctions between more effective and
less-effective principals emerged from the data. According

to earlier research, effective principals:

- Have clear, informed visions of what they want their
schools to become - visions that focus on students
and their needs

- Translate these visions into goals for their schools
and expectations for the teachers, students, and
administrators

- Establish school climates that support progress
toward these goals and expectations

- Continuously monitor progress

- Intervene in a supportive or corrective manner, when
this seems necessary

(Rutherford, 1985)

Although all effective school leaders will demonstrate
the five essential qualities of leadership in their daily
work, the behaviors by which each seeks to accomplish the
goals may vary widely. The fact that effective leaders

behave in varying ways is positive and encouraging for two
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reasons. First, it means that individuals who wish to be
effective leaders do not need to undergo a personality change
or take part in therapy aimed at changing their behaviors to
fit some predetermined pattern. Second, it means that, as
situations change, leaders can modify their behaviors
accordingly and still retain their commitment to the five
essential qualities of effective leaders. (Rutherford, 1985)

Again this study emphasized the principal's gathering
of information by both formal and informal methods. Some of
the techniques utilized included: walking in the hallways,
ducking in and out of classrooms, attending grade level and
department meetings and holding spontaneous conversations
with individual teachers.

Principals who are most successful as 1leaders
themselves are somehow able to enlist teachers in providing
leadership for the entire school. Yet the sense of security
of the principal, above all else, is a precondition upon
which the development of a community of leaders rests. The

security of the principal may be influenced in several ways:

- During the preservice preparation of the aspiring
principal

- During the interviewing process

- Through inservice

(Lieberman, Barth, 1988)
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To help provide for the security of the principal, the
Principals' Center at Harvard was established in 1981. Over
100 other centers have been established in the United States
and abroad. A National Network of Principals' Centers now
supports emerging and existing centers through newsletters,
conferences, an annual journal, and year-long informal
interactions.

Although there is no model of what a "Principals'
Center" must be, the Principals' Center at Harvard shares

with others many common purposes:

- To provide helpful assistance to principals and other
school leaders that will enable them to become more
successful in fulfilling their goals and providing
leadership to their school

- To help principals cope with the changing realities
of school administration, including increased time
demands, collective bargaining, declining resources,
and new state and federal guidelines

- To bring together principals from across districts to
share experiences, ideas, concerns, and successes

- To identify promising school practices and arrange
for principals who wish to engage in similar
practices to visit one another's school

- To encourage the formation of networks among
principals, school districts, state departments,

private foundations, professional associations, and
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universities

- To provide a mechanism for practitioners to take
responsibility for promoting their own professional
growth

- To provide assistance to principals in sharing
leadership with parents, teachers, and students
within their schools

- To provide a national forum for discussion of school
leadership and professional training

- To bring attention to the relationship of principals'
professional development to good schools

- To explore new conceptions of school leadership

(Barth, 1990)

Principals' Centers attempt to improve the quality of
life and learning in schools by providing a context of mutual
support and trust in which personal and professional
relationships may be developed. Principals, like teachers,
need and treasure collegiality and peer support. The centers
provide a setting conducive to collegial support and the
exchange of ideas and concerns. “When principals learn and
share their learning with other principals, they not only
feel professional, they become more professional." (Barth,
1990)

Interestingly, at the same time that Principals’
Centers are on the increase, qQuestions are being raised

regarding the university system of training school
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administrators. "Nearly every one agrees that some special
preparation is needed for school administrators, but
questions of how much preparation and what kind of training
are not easily resolved." (Sergiovanni, 1991)

Recent efforts to redefine the core technologies of
teaching and educational technology have produced a variety
of recommendations. One such document, is that of the
Revised Profici . £ Principals: Kind T} }
Eighth Grade, published by the National Association of
Elementary School Principals. The proficiencies listed fall

into four general areas:

- Child Growth and Development
- Teaching and Learning Processes
- General Knowledge

- School Climate

Since the mid-1980's many school administrators have
begun to emphasize their role as instructional leaders. 1In
many schools the emphasis is on building school cultures,
enhancing collegiality, and on a renewed commitment to shared
decision making.

If there is increased professionalization in the

form of 1lengthier study, higher certification

requirement, the use of certifying boards, and the
requirements for higher degrees, a core technology

for the profession of educational administration
may be created which will further widen the rift
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that now separates teaching and administration.

(Sergiovanni, 1990)

Instead, Sergiovanni suggests a change in the
credentialing system by placing emphasis on long periods of
study, the accumulation of specialized educational
administration degrees and by placing more emphasis on actual
performance. This new definition will place less emphasis on
specialized competence and clear lines of responsibility and
more emphasis on one's ability to serve purposes,
cammitments, and values shared with parents and teachers.

In 1986, the National Education Association joined with
the National Association of Secondary School Principals to
produce the document Yentures In Good Schooling. Barth
believes that the booklet "urges the school community to
establish collaborative schools where the professional
autonomy of teachers and the managerial authority of
principals are harnessed together." (p. 642) This joint
publication recommends many ways in which teachers and
principals may work together toward developing a community of

leaders. Among these suggestions were:

- Principals involving teachers in decision making

- Teachers playing an active role in setting the
school budget and in evaluating the performance
of their principals

- Principals seeking teachers' advice on staffing needs
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and on staffing decisions

- Principals and teachers developing together
schoolwide plans for instructional improvement and
for recognizing student achievement

(Barth, 1988)

Historically, culture is a term with many meanings.
“The use of culture as a formal scientific term originated in
the anthropological field, with anthropologists disagreeing
over how to conceive of c¢ulture." (Erickson, 1987)
Throughout the literature the authors cite confusion over a
definition for culture. Terms such as climate, ethos, and
culture are frequently used interchangeably. Peterson and
Deal identify School Culture or the Ethos Approach as a
reform strategy. They also state that “for many years the
terms 'climate and ethos' have been used to try to capture
this powerful elusive force...we call it school culture."
(p. 4) Sergiovanni differentiates between climate and
culture. Hoy and Miskel point out that "although the
definitions of climate and culture are blurred and
overlapping, one suggested difference is that culture
consists of shared assumptions, values, or norms, while
climate is defined by shared perceptions of behavior." (pp.
221-222)

George Litwin, in 1968, conducted one of the earliest

studies on the relationship between leadership behavior, the
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climate of an organization, and the behavior of group
members. His study dramatically demonstrated that "a leader,
by varying leadership style, can create distinct
organizational climates in a very short period of time."
(Porter and Lemon, 1988) These climates, in turn, have a
dramatic effect on group members' behavior and personalities.

As Porter and Lemon state:

Without question, the climate of an organization

has a significant impact on the satisfaction and

behavior of those in the organization. And the

most influential organizational member in

establishing that climate in a school setting is

the principal.

(p. 30)

In defining climate, Patterson, Purkey, and Parker
indicate that "climate is a measure of whether people's
expectations are being met regarding what it should be like
to work in the school district." (pp. 48-49) To distinguish
between culture and climate, culture is defined as “the
stable, underlying social meanings that shape beliefs and
behavior over time." (Deal and Peterson, 1990) In other
words, climate is often transitory and short term, while a
school's culture is more stable and long term. "School
climate and culture are linked by the similar characteristics
of both, yet climate is more interpersonal in feeling and
substance and is seen in the attitudes and behaviors of
teachers, supervisors, students, and principals at work.*“

(Sergiovanni, 1987) A more descriptive definition of culture
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is as follows:

Each school has its own character or feel. You can
sense it as you approach the building. You can
almost taste it as you walk through the doors. You
can see it in the pictures on the walls, and the
students in the halls. You can hear it in
exchanges between students and teachers in the
classroom and in students'talk with one another on
the playground.

(Deal and Peterson, 1990)

This invisible, taken-for-granted flow of beliefs and
assumptions gives meaning to what happens in the school. 1In
schools, "principals can play a key role in directing climate
energy into productive channels." (Sergiovanni, 1987)
Teachers' climate energy may be used positively or
negatively, the key is whether they identify with and are
committed to, the school and its' purposes. One of the most
significant roles of leaders is the “"creation, encouragement,
and refinement of the symbols and symbolic activity that give
meaning to the organization." (Peterson and Deal, 1990) The
school culture and climate are created through the
interactions of many key people on the staff, of which the
principal is one. As Bennis points out, “cultures don't turn
sharply with the pages of the calendar, they evolve." (p. 43)

In a 1980's study by Porter and Lemon, they found more
closed climate schools (34%) than open climate schools (22%).
Since the climate of an organization has a significant impact
on a person's job satisfaction, it indicates that there are

teachers who are failing to find satisfaction in their work.
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It suggests that "there is a need for principals to examine
and change their leadership behaviors if schools are to
become better places for teachers to teach and students to
learn."” (Porter and Lemon, 1988)

Peterson and Deal provide a series of steps which
principals must take to read and shape the cultures of their
schools. Initially, "the principal must understand his/her
school - its patterns, the purposes they serve, and how they
came to be.* (p. 16) As the principal starts to read the
culture, he/she watches, senses, listens, interprets, uses
all his/her feelings, and may even employ intuition when
necessary. As he/she listens, he/she must pay attention to
facts from the school's history, the current events, and the
visions for the future.

As the principal has reflected on his/her reading of
the culture, the next step is to evaluate the need to shape
it. Peterson and Deal identify five ways in which the
principal may shape school culture:

- The principal as SYMBOL: affirm values through
dress,.behaviorf
attention, routines

- The principal as POTTER: shape and be shaped by

the school's heroes,
rituals, ceremonies,

symbols

The principal as POET: use language to reinforce
values and sustain the
school's best image of
itself

- The principal as ACTOR: improvise in the school's
inevitable dramas

“my
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- The principal as HEALER: oversee transitions and
change in the life of the
school
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