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Bolman and Deal's (2006) theoretical paradigm to determine whether thipgdansed
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Code of Maryland Regulations (COMAR), which state that the primary role othio®ls
principal is instructional leadership and asserts that all other non-instialc
responsibilities are secondary. This study informs research on theshuit high

school principals make to focus on instructional leadership.



THE HIGH SCHOOL PRINCIPAL'S PERCEPTIONS
OF THE DEMANDS, CONSTRAINTS, AND CHOICES
IN THEIR WORK AS INSTRUCTIONAL LEADERS

By

Darryl L. Williams

Dissertation submitted to the Faculty of the Graduate School
of the University of Maryland, College Park,
in partial fulfilment of the requirements for the degree of
Doctor of Education
2011

Advisory Committee:

Professor Hanne Mawhinney, Chair
Associate Professor Robert Croninger
Professor of Practice Carol Parham
Professor of Practice Patricia Richardson
Professor Thomas Weible



© Copyright 2011 by Darryl L. Williams

All Rights Reserved



Dedication

| extend my thanks, love, appreciation, and sincere regards to my best friend, my
wife, Shellie Bronson Williams, who supported me throughout this entire process. |
sincerely appreciate your patience, support, and encouragement as | purgyaad. my
Without your flexibility, love, and encouraging phrases, | would not have cordplate

project. | am forever grateful and blessed to have you and our children ifemy li



Acknowledgements

| first would like to acknowledge and thank the administration of my school
system and school building for supporting me as | completed my doctoral resadygh st
while working full-time in a very demanding leadership position. | greatlyemped
their support and words of encouragement during this journey.

Also, | want to thank my advisor and committee chairperson, Dr. Hanne
Mawhinney, and my other committee members: Dr. Robert Croninger, Dr. Carol
Parham, Dr. Patricia Richardson, and Dr. Thomas Weible. | appreciate yorisexpe
scholarship, and years of service in the field of education. Dr. Mawhinneydramlye
source of inspiration and provided thoughtful and insightful feedback since the very
beginning of my journey. | am eternally grateful to you.

| want to acknowledge my critical friends; who reviewed passages, provided
feedback, or asked for frequent updates. | thank Mrs. Myriam A. Rogers, Dr. Nelson
McLeod, Dr. Robert Johnson, Dr. Tamitha Campbell, Mrs. Cynthia Eldrige, Dr. Darlene
Simmons, Mrs. Brenda Wilks, and the Montgomery County Public School (MCPS) staff

| would be remiss if | did not acknowledge Mrs. Lynda Harman, myatitriend
and editor. You pushed me to meet some challenging deadlines and provided helpful
feedback. | appreciate your professionalism, work ethic, and skills. You are

unbelievably talented.



Table of Contents

D=0 [T (o] o e ii
ACKNOWIEAGEMENTS. ...t e e e e o ii
Table of CONtENTS.. ... e e eV
List of Tables.. Vi
LlstofFlgures R ¥/ [
Chapter 1: Introductlon ............................................................... 1
Statement of the Research Problem...............cooiii s 4
The Purpose of the Study.........coooiiiii i 5
Research QUESHIONS.........oiei e e e e e e e e e 5
Conceptual FrameworK. .. ... ... D
MEENOOS. ..ot e 9
SHUAY SIS . ittt ittt e e e e e e e e eeaeaaraee 10
Potential Significance................oo i e, 19
[T 71 = o 1 21
Researcher Identity..........ccoveiie e i e e e e aann 22
Definition Of TeIMIS....v v e e, 22
Chapter 2: Literature ReVIEW..........coiiiiiiie e i e e e e eee 27
Policy Responses to the Changing Role of the Principal....................27.
Maryland Instructional Leadership Framework................c.ccovviiiinnnnnn. 30
Principals’ Demands, Constraints, and ChoiCesS..............ccceoviiiiiiininnn, 42
Reframing Leadership.......c.coooi i e e e 48
The Development of the Conceptual Framework..................c.oooal Ll 50
SUMIMIATY .ttt et et e e e e e e e et e e et e e et et ee e eaes 53
Chapter 3: Research Design and Methodology... . 55
Rationale for Case Study and Qualltltatlve Research Methods ................. 55
Site and Sample Selection.. 56
Data Collection.. 59
Data Analysis... PP RUUURPRI o ) |
Within-Case AnaIySJS ............................................................................... 61
Cross-Case ANalYSIS. .. ... 62
Standards of Quality and Ethical ISSUeS.............ccccvvviviii i 63
SUMIMABIY ... e e et e e e e e e e e e et e e et ee e e e s 64
Chapter 4: FINAINGS. ... oot e e e e e e e e e 65
TE CASES. . ittt et e e e 65
Case One: Eastern High School and Its Principal......................oo. 66
Case Two: Lexington High School and Its Principal.............c..cocconie. 74
Case Three: Reading High School and Its Principal............................ 82
Case Four: Ackerman High School and Its Principal....................... 91
SUMIMIATY .ttt e e e e e e e e et e e et et e e e e e e e 98
Chapter 5: Cross-Case Analysis of High School Principals' Perceptions... 105
A Four-Frame Model of Leadership.............cccoovevviiiiiiiiiieicvneen. 106
Structural Leadership. ... ..o 106
Human Resources Leadership..........ccoovviiiiiiiiiiiiiici e e e 134..



Political Leadership....... .o 145
Symbolic Leadership.........cccovviiiii i e W 1D20
Summary of Choices... eeverieneinen.. 153
Chapter 6: Summary, Conclu5|ons and Recommendatlons ............................ 157
Research Summary..........ooooi i e e e e ADT
FINAING S ettt e e e e e e e 159
Conclusions.. PPN A o 1
Recommendatlons for Practlce ........................................................ 167
Suggestions for Further Research...........ccooviiiii i, 168
Final Thoughts.... ..o e ne e e eaenn. 169
APPENAICES ... ettt e e e e e e s 172
] 015> Y75 X ¥ 4
RETEIENCES. .. et 191



Table 1

Table 2

Table 3

Table 4

Table 5

Table 6

Table 7

Vi

List of Tables

HS Student Enrollment in Eastland School District 58
Within Case Coding of Demands, Constraints, and Choices 62
Coding for Principals’ Perceptions 62

Schools and Principals 66
In Case Study

Summary of Principals’ Perceptions of Constraints 101

Summary of Principals’ Perceptions of Non- 102
Instructional Demands

Summary of Principals’ Perceptions of Instructional 103
Demands



vii

List of Figures

Figure 2.1 Rosemary Stewart’'s Framework of Demands, Choices 45
And Constraints

Figure 2.2 Analytical Framework of This Case Study taken from 51
Rosemary Stewart

Figure 2.3 Conceptual Framework 53



Chapter 1: Introduction

As a high school principal, | am frequently questioned by teachers, parents, and
community members about my role as a school-based leader and the chdllenges t
face on a daily basis. Members of my staff frequently mention that my yabyis
demanding, because they see me at many school activities and meetingsoftbare
must deal with a variety of students, staff, parents, and community partners.

At times, the varying expectations of diverse stakeholder groups can have a
significant impact on the role of the high school principal. State boards of education
expect schools to prepare students for successful completion of the state @ssessm
called High School Assessments and preparation for post secondary education or the
workforce. The school community wants a safe and secured school building and a school
facility that is free from drugs, gangs, crime, bullying, and other peesyess The staff
want the resources necessary to teach the curriculum and students vehio toeir
classrooms with the prerequisites skills to achieve in advanced level courdés. Sta
members also want an environment conducive to learning--one that includesandean
working facility, an orderly classroom, and equal representation in theahemsking
process. Students want an excellent education with the latest use of technolayg a st
extracurricular program, and a variety of advanced-level and college couvosks
programs, and internships. Parents want the best instructional programs andtthe m
knowledgeable teachers for their students. Parents also want to be involvedwaath sc
activities, yet their involvement may vary because of work schedules addrttands of

their jobs.



The role of a high school principal is demanding because of these and other
expectations from stakeholder groups. Moreover, because of the nature of many
demands, high school principals are challenged in maintaining the requisgeofoc
instructional leadership. Despite these challenges, a number of high schopghsi
have successfully balanced the myriad demands of their position, while providing
effective leadership that promotes student achievement.

A number of studies have identified the changing role of the school principal.
Research indicates that high school principals must now extend their role belyood sc
management and classroom instruction. Grubb and Flessa (2006) concluded that the “job
of the school principal has become increasingly complex” (p. 519). Grubb and Flessa
further stated that principals must serve as instructional leaders, ilmaddibther
responsibilities that traditionally have been required of principals, sutthanagerial
and political tasks” (p.519). Principals are to manage the school wide ir@stalcti
program by monitoring the teaching and learning in the classrooms @¢aJl2011) and
producing great results in student achievement.

Not only does the role of the school principal include aspects of management,
instructional leadership, and the involvement of various stakeholders; but today’s
principals must deal with all of these components while also responding to thereses
of high stakes accountability. Even with the reauthorization of the Elernjentdr
Secondary Education Act expected in 2012, it is likely that principals will have tessddr
requirements specified in the No Child Left Behind Act of 2001. NCLB (2001) ezuir
that every classroom have an effective teacher, and that every schooh ledfectave

principal. This requirement was, of course, well-supported by researcheksiliv@ood,



et. al (2004) who long argued that “effective principals are key to improving tegahd
school” (p. 7).

Policy makers have also recognized that principals are more than matiagers;
are instructional leaders. The dual responsibilities of managing thaustastudents
while monitoring the instructional program is evident in the certification geofoe
administrators and the accountability measures outlined by federal and stat
governments. For example, administrative certification in Maryland reduig®
principals and assistant principals to demonstrate leadership competentles/e at
least three years of classroom experience. These competencies folktatdhse
regulations, as specified in the Maryland Instructional Leadership RrakéMILF).
Future administrators must pass an examination for administrativecegidii based on
competencies or standards for school leaders developed by the InterktaibL®aders
Licensure Consortium (ISLLC).

The ISLLC standards specify that: (a) “a school administrator is antexhata
leader who promotes the success of all students by facilitating the deesiop
articulation, implementation, and stewardship of a vision of learning that isisiradte
support by the school community; (b) a school administrator is an educationahéade
promotes the success of all students by advocating, nurturing, sustaining a sithoel ¢
and instructional program conducive to student learning and staff professionti;di@w
a school administrator is an educational leadership who promotes the success of all
students by ensuring management of the organization, operations, and resowarces for
safe, efficient, and effective learning environment; (d) a school admiorsisatn

educational leader who promotes the success of all students by collabordting wi



families and community members, responding to diverse community interestsealisgd ne
and mobilizing community resources; (e) a school administrator is an educédantel

who promotes the success of all students by acting with integrity, fairness, and in a
ethical manner; and (f) a school administrator is an educational leader whatgsdhe
success of all students by understanding, responding to, and influencing the political
social, economic, legal, and cultural context” (Council of Chief State School K3ffice

2008. These national standards list the competencies of the principal and identify the job
expectations of all school administrators including principals.

Principals are now faced with adhering to national standards (ISLLC)afdaler
(NCLB), state regulations (MILF), while managing the day-to-dagrafons of a school
building. The tensions between the multiple political and managerial demaimis fac
high school principals, and the expectation that they prioritize instructi@uarighip,
provide the context for the study reported in this dissertation.

Statement of the Research Problem

High school principals have myriad responsibilities within the school building,
largely because of the demands of today’s high school, including its size and
composition, as well as recent reform initiatives. Research confirmeftbetive schools
have principals who are instructional leaders, but these principals do not worktiemsola
(Portin, 2004; Grubb & Flessa, 2006, Spillane, 2006). At present, a paucity of research
exists that examines how high school principals balance the demands and dsrdtrain

their jobs, while cultivating instructional leadership among their staff.



The Purpose of the Study

The purpose of this study first was to identify strategies that principals use t
lessen some of the duties and demands of their daily operations and to collabcgate mor
effectively with key staff members; such as assistant principals, departhnairperson,
and other staff members with supervisory responsibilities. Secondly, daeaiesr
sought to identify the demands and constraints that principals encounter as a thsult of
choices they make to focus on instructional leadership.
Research Questions

To this end, this study proposed to answer the following research questions:

1. What do high school principals describe as the instructional and non-
instructional demands of their jobs?
2. What do high school principals describe as job constraints that have an impact

on instruction?
3. Inlight of the demands and constraints of their positions, what do high school
principals choose to do in order to focus on instructional leadership?
Conceptual Framework
These research questions, which will be discussed further in Chapter 2, were
developed to respond to the need for further inquiry into the demands and constraints that
high school principals face and the impact of these demands on individual perceptions of
the desirability of the job, particularly among those who aspire to pracsitractional
leadership. For example, Walker and Kwan (2009) identified a number of “motivational
factors” for becoming principals. Their research analyzed the work of Pourdier a

Merrill’'s (2001) Job Desirability of the High School Principalship: A Job Choice Theory



PerspectivePounder and Merrill found that participants in their study were interested in
a high school principalship because of the ability to improve education for students and
the income and benefits associated with the job. Their study revealed thatasgjtime
demands involved with the high school principalship, such as attendance at athletic
events, evening programs, and weekend activities, significantly impactedeitteose
pool of future principals.

According to Browne-Ferrigno (2003) (citing Educational Research Service
1998; McAdams, 1998; Young, Peterson, & Short, 2002), “recent reports suggest that
filling vacant principalship is becoming problematic because the pool of qualified
candidates willing to assume positions as school leaders is growingrsifpelé9).
Walker and Kwan (2009) concurred, and stated that a shortage of principal applicant
exists not only across the United States, but throughout the world. Schoolgr@at in
need of skilled principals, but perceptions of the principal’'s job responsikalitees
demands seem to have caused a reduction of interest, which has led to a very small pool
of qualified candidates.

This dearth of interest in the principalship is highly problematic; as evaddmgc
a growing body of research confirming that every great school has anveffeancipal--
one who recognizes that the principal position represents only one component of the
school's leadership. School leadership extends beyond the principal to inclstafkey
members and other stakeholders in the building. Marzano, Waters, and McNulty (as
cited in Chrispeels, Burke, Johnson, and Daly, 2008) described a leadership team as a
team that works collaboratively to successfully fulfill the compéadership roles

essential to the development of effective schools. (p. 731). Chrispeels and Martin (2002)



stated that school leadership teams need to have a “heterarchical form in whech pow
and authority are more disperse and fluid” (p. 359). Recognizing this context, hesgarc
now call for studies exploring how high school principals manage the demands and
constraints of their work in ways that create conditions for school-based imstalict
leadership to flourish.

As discussed in greater depth in Chapter 2, this study drew on conceptual
guidance from two bodies of research: Stewart’s (1982) conceptualization of the
demands, constraints and choices in managerial work, and Bolman and Deal’s (2008)
explication of frames of leadership. These bodies of research were chosagselbey
facilitated an analysis of the working conditions of high school principal<liearly
demonstrate the need for the multifaceted skill set that researchers lpasdoniated
with leadership. Danielson (2007) explained that the leadership role is mudtifdoet
school principal, who must take on the responsibilities of the "visionary leader, manager
[and] instructional leader," all while striving to meet testing/accoulittabtandards and
address the needs and expectations of multiple stakeholders (pp. 15-16). Thisaonclusi
underscores the need for analysis of this issue using both Stewart’s (1882jydrk
and Bolman and Deal's (2002) depiction of the many frames of school leadership: human
resource, symbolic, managerial, political, instructional, and institutionaA{geendix
E).

The conceptual framework guiding this study was largely based upon the research
of Rosemary Stewart (1982), whose observations and interviews of managers asd leade
in the public sector included examinations of industries, commerce, and pubbeser

Researcher and professor, Lowe (2003), described Stewart’s work:



Her work, spanning five decades, stands as a testimony to the benefitslpf a tr
cumulative and programmatic research program focused on systematically
exploring a phenomenon layer-by-layer, nuance-by-nuance. Her research
methods were (and remain) innovative, exhaustive, and cutting edge. Using a
battery of techniques such as structured interviews, diaries, structured
observations, group discussions, case analyses, and critical incidents, Sesvart w
developing grounded theory work and implementing method triangulation before
those approaches had fashionable labels. Among the many important
contributions emerging from this work are the demands-constraints-choices
framework and the notion of managerial exposure, useful models for defining
differences in managerial work and discretion across jobs. (p.193)

According to Lowe (2003), “Human resource scholars interested in moo#i\effe
utilization of the performance appraisal process, improving managerial deesiopm
processes, and for an alternative perspective on person-job-organizatidiroit wi
informed by [Stewart’s] body of work” (p. 194). The researcher Sergiovanni (2009)
described Stewart’s work in his work regarding the principalship. Sergiovateul shat
“one hallmark of a successful principal is her or his ability to expand the arbaicés
and thus reduce demands and constraints” (p.46). He further stated that “this extra
margin of latitude makes an important difference in enhancing the oveeailie¢éhess
of the school” (p.46). Stewart’s (1982) framework of demands, constraints, and choices
was the entry point of the development of the conceptual framework for this study.

This study also drew conceptual guidance from the work of theorists and authors
Bolman and Deal (2008), who developed four models for understanding organizations
and leadership, which include structural, human resource, political, and symbolic. frames
These frames describe the need for managers in private and public organizations “t

understand similarities and differences among all types of organiZafmoms) and

further stated that their “work with a variety of organizations around the wasld ha



continually reinforced [their] confidence that the frames are relevanpwehere” (p. ix).

Specifically, Bolman and Deal found:
[Leaders] need multiple frames to survive. They need to understand that any
event or process can serve several purposes and that participants are often
operating from different views of reality. Managers need a diagnosticlragp t
helps them assess which lenses are likely to be salient and helpful in a given
situation. Among the key variables are motivation, technical constraints,
uncertainty, scarcity, conflict, and whether an individual is operating from the top
down or from the bottom up. (p. 326)

Chapter 2 provides a full description of the development of the conceptual framework

that guides this study and expounds upon Bolman and Deal’s (2008) delineation of

multiple frames and Stewart’s (1982) conception of the work of the manager.

Methods

This dissertation reports on a qualitative study of four high schools in a suburban
school district. The study explored the experiences of each high school's priaegal;
the demands, constraints, and choices they face as instructional leaders. £hapte
explains the research design and methodology, and Chapter 4 provides a description of
the schools and background information for the principals.

The high schools were selected based on location, student enrollment, staff size,
academic performance, and the availability of special programs at thad. sGhe
principals of these four high schools agreed to participate in this study and then
completed a survey that explored the principals' backgrounds, along with the potential
demands and constraints of their jobs. The principals also participated in inggrvie
where they answered a number of questions about the demands and constraints that they
frequently faced in their roles as instructional leaders. The interviewiangesgiere

based on the work of Rosemary Stewart (1982) and Bolman and Deal (2008). Chapter 5
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provides an analysis of the findings of the study, and details both the sieslanti
differences in leadership styles and choices among the four participants.
Study Sites

The study examined specific examples of the challenges of principalship and the
ways in which four high school principals in a suburban Maryland school distrie thos
work with other leaders in their school building. The study was conducted in Eastland
School District, a large public school district in a suburban county with 26
comprehensive high schools. Eastland School District and all names of schools and
individuals used in the district are pseudonyms. The average high school student
enrollment in this school district was 1740, and the average middle school student
enrollment was 800. To become a high school principal in Eastland School District, a
candidate must have experience as a teacher and assistant principalght sicbdol
level. Many novice high school principals began as middle school principals and then
moved to the high school level.

In July 2000, the new superintendent of Eastland School District developed a
strategic plan that focused on mandated system targets for everyriekgling
elementary, middle and high schools. In response to this plan, high school principals,
along with their school-based leadership teams, analyzed various data soutadsmn s
achievement and developed school-wide improvement plans to address the following
targets for all student groups and subgroups: the increased completion of Algehiee 11
11" grade level; improved participation and performance in honors and AP courses;

reduction of suspension rates; increased graduation rate; increasefaientich and
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improved performance on the PSAT, SAT and ACT; and a decrease in the ineligibility
rate for extracurricular activities.

The superintendent's implementation of the new strategic plan began with a
presentation to all central office and school-based administrators, whicledomus
student achievement in all ethnic groups. Following the presentation, the principal
supervisors explained to their principal teams that the expected vision fcha@il-s
based administrators was to analyze root causes of low student performance on
standardized tests and to develop action steps to increase participation armdgvee
in Algebra, and on SAT/ACT and Advanced Placement (AP) examinations.

The district superintendent, along with the principals’ union, developed a
professional growth system for all administrators. This professionatigsystem
included a comprehensive evaluation system that listed criteria to meevtre
standards: (a)” vision of teaching and learning; (b) high expectationss{e)dtional
program and staff professional growth; (d) management of the organization; (e)
collaboration with stakeholders; (f) professionalism and professionatigrand (g)
political, social, socio-economic, legal, and cultural context” (Eastland SclistakcD
2009, pp 15-28). During the time of this study, between December 2009 and May 2010,
principal supervisors conducted evaluations based on evidence of competency in each o
these seven standards. The individual school data results, based on the targets, were used
as part of the collection of evidence to substantiate each standard in the [sfincipa
evaluations. Principals understood the expectations of meeting the sysgfets &md

how these data points were used in the evaluation system.
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While this study was underway, NCLB established certain requirements,
including that state testing in mathematics, English, and reading, and hagiissbad to
meet each state's testing standards. In response to these requireimengalghad to
create supportive programs for students, so that they could pass these edataeads
and earn a high school diploma. Principals and teachers also focused more heavily on
supporting at-risk student groups; such as African-American and Hispanic pam)lat
students receiving special education services, students identified a$ Bpgekers of
Other Languages (ESOL), and Free and Reduced Meals Students (FARE&)ition,
principals had to monitor the implementation of curriculum and ensure that highly-
gualified teachers were teaching the core content areas of Engligtematics, social
studies, foreign language, and science. These state testing requiremegtsjjthidhe
new system targets, became additional demands on the high school principattamdEa
School District; but these testing requirements, and the student performanceson thes
tests, determined a school’s ability to make Adequate Yearly Psogh¥®). To the
parent community, not meeting the state’s target was interpreted asldepfasksng
school.

Because of NCLB requirements, the Eastland Central Office statgla
expectations on administrators and teachers to prepare students for sucoegsietion
of the four state assessments in English; biology; national, state and, locahgene
and algebra/data analysis. The high school principals were expected ts dlefd€LB
and state requirements, as well as the system targets defined by the esughemnint
Essentially, these principals had to deal with multiple assessment nsaredsisding

student performance. Furthermore, high school principals were responsiblénfpr hir
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highly-qualified staff; reducing teacher turnover, designing staff develapamne school
improvement plans to achieve reputable results in student and teacher performances
maintaining a clean, safe, and secure environment for students, staff and paknts
establishing relationships with businesses and community groups to promote
collaboration and financial partnerships.

In 2004, a high school reform movement began to permeate throughout the
schools nationally for the preparation of students for post-secondary education and the
workforce. To meet the needs of high school students through school reform models,
national organizations and tasks force of researchers, practitioners frooh dislricts,
organizations and higher education provided recommendations and strategies to improve
high schools based on research and practices among successful administlazoh®al
districts. High school principals in Eastland School District began tceaneaue
programs for their students after studying research in the Natigsatration of
Secondary School Principals' (2004) repBreaking ranks Il: Strategies for leading
high school refornand reading recommendations from the Eastland School District's
(2004)Report of the high school task forde Breaking ranks lIthe National
Association of Secondary School Principals (NASSP) identified three magteges for
improving student performance: “Sowing the seeds for change: collaborativestepde
professional learning communities, and the strategic use of data; Peiagrtak school
environment; and Making learning personal: curriculum, instruction, and asséssment
(National Association of Secondary School Principals, 2004). In Eastland School

District’s (2004) report, authors identified four major components of success tagthe
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achieving high school: “ leadership; instruction, assessment, and accountahilityire
and organization; and climate and support” (p.5).

In response to these reports, high school principals created programs ahdsacti
to meet the needs of their students and provide a sense of unigueness among their
schools. These reports provided key strategies to aid the principals irffthrésrte
redesign their high schools and successfully prepare their students foe @viteg
careers.

The 26 high schools in Eastland School District became unique because of special
programs, student demographics, and track records of success. The four high schools
selected for this study differed from each other in student demographics| spe
programs, and staff enrollment, as well as in assistant principal andndepart
chairperson allocations. Although the schools differed, the school leadership team wa
common at every high school. In Eastland School District, school leadership at the
secondary school level included the principal, assistant principals, department
chairpersons, and other key staff persons with supervisory and managerial
responsibilities. Selected parent and student leaders were included aggrastiof the
school leadership team. In Eastland School District’'s (2004) report, the findiegs lis
several Standards for Success. Standard for Success #3 states the following:

The high-achieving high school has a principal who effectively guides and

supports the mission of student success. A strong principal and leadership

team lead the high-achieving high school. The principal leads by example

and encourages collaboration, professional growth, community

participation, and continuous improvement. (p. 9)

Community participation and stakeholder involvement provided opportunities for

principals and leaderships teams to get regular feedback and to hear abosesuaugs
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challenges within the school building. Stakeholders were involved in the decision
making process, and the conversations that led to action steps designetltteeme
system and state’s targets.

Despite the necessity for collaboration, and the many other responsilafitie
their position, the principal has a key role to play when it comes to instructional
leadership. In 2005, the Maryland State Departments of Education (MSDE) developed
the Maryland Instructional Leadership Framework (MILF) to provide schodétsavith
a set of regulations that defined instructional leadership and provided evidenceioé pract
that is expected of all administrators. To develop the MILF guidelines, ajxork of
administrators from Maryland school districts, higher education faculty nylsfad, and
members of MSDE researched the different definitions and practices of tiastalic
leadership. They worked together to compile feedback and reports from the Digrsion f
Leadership Development (DLD) of the Maryland Instructional Leaderséyglbpment
Program, Mid-continent Research for Education and Learning (McREL), Souther
Regional Education Board (SREB), National Staff Development Council (NSDC),
National Association of Secondary School Principals (NASSP), Breaking RB&
II), National Middle School Association (NMSA), National Association of Elemugnt
School Principals (NAESP), Interstate School Leaders Licensure Cons@i8LLC),
and National Policy Board for Educational Administration, Education Leadership
Constituent Council (ELCC) (Maryland State Department of Education, 2005, p. 8).
Workgroup members designed the MILF as a means to address the concernsrfyom ma

constituents that all administrators, including principals, needed to placdanaseon
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instruction and lessen those activities that did not reinforce instructionatdbgude
(Maryland State Department of Education, 2005).

The MILF details a number of “outcomes expected of Maryland principals as they
provide instructional leadership for their schools” (Maryland State Depatrivhe
Education, 2005, p.1). These outcomes consist of the following: "(1) “facilitate the
development of a school vision; (2) align all aspects of a school culture to student and
adult learning; (3) monitor the alignment of curriculum, instruction and asses¢#jent
improve instructional practices through the purposeful observation and evaluation of
teachers; (5) ensure the regular integration of appropriate assessnoedésiynt
classroom instruction; (6) use technology and multiple sources of data to improve
classroom instruction; (7) provide staff with focused, sustained, research-base
professional development; and (8) engage all community stakeholders in a shared
responsibility for student and school success” (Maryland State Departnitestcdtion,
2005, pp. 9-12).

For each of these outcomes, the MILF provides “evidences in practice that
delineate the minimum of what [MSDE] expect[s] principals to know and be able to do if
the respective leadership outcome is to be realized” (Maryland StpsetDent of
Education, 2005, p.1). The framework is not inclusive of all of the responsibilities of a
principal, but it “focuses, instead, on the content-knowledge needed for school principals
to be the leader of teaching-learning in the school” (p.2). As the MILF itsedfsté#t
represents the most commonly accepted instructional leadership respagsibiliti
according to respected practitioners, researchers, and theorists indioé iinsitructional

leadership and continuous improvement” (p.2). MILF is a resource for all admonrstrat
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to use to identify those practices that support instructional leadership, asl dfitine
MSDE.

According to the Maryland Task Force, the purpose of the MILF was “to clear the
plate” of principals, so they can focus on instructional leadership (Marylatel St
Department of Education, 2005). The MILF defines its primary goals aslibeihg:

e “Drive the instructional leadership curriculum of the Division for Leadershi

Development, MSDE;

e Guide instructional leadership professional development for veteran, new, and

potential school leaders

e Serve as a catalyst for the alignment of professional development for

Executive Officers (those who supervise and evaluate principals as defined in
Code of Maryland Regulations [COMAR] 13A.01.04.02B);

¢ Provide a self-assessment/reflective practice tool for principals anatipbte

school leaders;
e Promote dialogue in districts around matters of instructional leadership;
e Be referenced in policy through the Code of Maryland Regulations
(COMAR);

¢ Influence future policy decisions about the principalship; Be incorporated into
a part of the program approval process used by institutions of higher education
to guide their principal preparation programs; and

e Serve as the Maryland-specific evidence in practice for the instructional

leadership component of the Interstate School Leaders Licensure Consortium

(ISLLC) Standards” (Maryland State Department of Education, pp. 3-4).
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Maryland state regulations in COMAR required that school administrat&astland
and other local school districts meet all MSDE expectations; including thosetmgnda
that school principals prioritize their role as instructional leaders.

With these mandatesistructional leadershifpecame a familiar term in the
Maryland school districts. May and Supovitz (2011) stated that “through the liokage
studies, a conventional wisdom has emerged that instructional leadership [igrarakss
factor in school improvement” (p.333). Consistent with these ideas, the MILF seives as
valuable blueprint for school district administrators, principals, and other athaiiois
in their work as instructional leaders (Maryland State Department of &oluc2005). In
Maryland, MILF is referenced in state and school district policy, and sysikeans |
Eastland have incorporated MILF outcomes into their evaluation of school
administrators. By doing such, the goals of MILF become consistent psaativong all
principals and administrators and align with their evaluation tools.

Each school district has its own process for evaluating principals. In Eastland
School District, principals are evaluated based on the following leaderahgasts,
which are closely related to MILF: (a) “Facilitates the developmeintuéation,
implementation and stewardship of a vision of teaching and learning shared and
supported by the school community; (b) nurtures and sustains a school culture of
professional growth, high expectations and an instructional program conducive to student
learning and staff professional growth; (c) ensures the managemeniofdmézation,
operations, and resources for a safe, efficient, and effective learningneneit (d)
collaborates with the school staff and other stakeholder groups including students,

families, and community members; (e) models professionalism and proféggmmtn
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in a culture of continuous improvement; and (f) understands, responds to, and influences
the larger political, social, economic, legal, and cultural context” @asbchool
District, n.d.). The evaluation process occurs during the first two yedsedorning
principals, and then once every three years for veteran administrators. $MGDLE
and Eastland School District’s evaluative standards are written difigrieat maintain
some similarities regarding the role of principals. However, unlike MILF,chedd
district’s evaluative tool addresses the management and operations of the schaw buildi
in addition to instructional leadership.

At the time of this study, Eastland School District had instituted many
expectations and targets that impacted the high school principals; includin@, ISL
NCLB, the strategic plan for Eastland School District, and MILF, which wagiarto all
school districts in Maryland. Since Eastland School District is located iylénid, this
study employed the MILF to illustrate the instructional leadership stylgegedbur high
school principals who were the focus of inquiry.
Potential Significance

This study makes a significant contribution to practice by outlining actiohs tha
high school principals take to develop instructional leaders within the school bultting
by suggesting effective practices for aspiring principals irelaaool districts. In
Choice of ManagerRosemary Stewart (1982) describes the demands, constraints, and
choices of managers in the public sector. This study focused on the demandaintsnstr
and choices of principals in high school settings. Taking Stewart's model andchggplyi
to an educational setting helped to identify certain demands faced by high school

principals. Many demands may be associated with the impact of NCLB, wiindes ahay



20

arise from the pressures to meet the school system's targets, adhere te’she sta
definition of instructional leadership, align with the school system's evatusystem,
and field a number of other external pressures.

High school principals may face constraints involving school composition,
student and staff demographics, or their experiences as principals. Pounder@hd Mer
(2001) discovered that a “desire to achieve and influence or improve education” and
“salary and benefits” were the most attractive reasons for seeking ahmtl s
principalship (p. 46). However, the data revealed that a number of factors, suateas “t
demands of the position (e.g., evening and weekend work, balancing work and family
demands)” and “the kinds of problems and dilemmas that often accompany the position
(e.q., ethical dilemmas, student behavior problems, termination of unfit employess, uni
grievances)” also can make the role seem less appealing to potential sadeat (p.

46).

This study makes a contribution to practice by identifying strategas th
principals can employ to be successful in their buildings. The study identifigsl tv
present the principal's position in a more attractive light than usuallyiloes$try the
media, which may change perceptions of the role for potential administrators. The
principalship can be a rewarding opportunity to positively affect the livasidésts and
teachers, while advancing one's own career.

Grubb and Flessa (2006) examined schools that have alternative structures of
leadership, which included the employment of a principal, co-principalspéatthg
principals or teachers that assumed the responsibilities of principals. Fintlihgs

current study offered insights into the viability of such alternative streist This inquiry
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also contributed to the emerging body of research on the ways that principgételele
their responsibilities and their reasoning for employing a distribetadkership style. In
addition, the study identified strategies to help newly-appointed high schocppté
balance the pressure of the job and increase the retention rate of new schoml leade
As mentioned above, Stewart (1982) originally developed her framework for
managers in the public sector, not for instructional leaders in a school building. High
school principals play a role as managers, but management is not the sole reggonsibili
and purpose of a high school principal. Stewart's (1982) framework addresses the
working conditions of a manager and the working relationships between “subordinates,”
or staff, and the “supervisor,” or principal. This study revealed that thesedfbhnigh
school principals to promote instructional leadership in their buildings are sagmiind
have a direct impact upon the roles and responsibilities of assistant prinogbals a
individuals in other key positions.
Limitations
This case study has several limitations. First, the study is limitée ample
size, consisting of four high school principals, which is too small to make gengoakza
about the effects of instructional leadership. Additionally, the selectionstiaBe
School District may not be representative of school districts around the cdatayse
of the socio-economic variables of both the district and cities within the schodadtdistr
Also, the school district has an “aspiring principal” program and an assistacippli
development program, both unique to the district, which have been in place for over 20

years.
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This study does not seek to explain fully all of the actions of a high school
principal; but instead, specifically reviewed the choices of the high prin@pdlgheir
decisions to focus on instructional leadership. Although the respondents were all high
school principals, this study is expected to contribute to instructional leguatshe
middle school level as well, because of both the accountability measures of NGLB a
the existence of similar staffing positions; including team leaderstasisprincipals,
and department chairpersons; at the middle school level.

Researcher Identity

During the period in which this study was completed, | was a high school
principal in the Eastland School District. | had three years of expergasnag@rincipal at
my school, and an additional two years of experience as principal at anothecinampl.
Prior to my initial appointment as a high school principal, | spent three yearsaldle
school principal. My interest in studying the demands and constraints that high school
principals face when choosing to practice instructional leadership grew tasef
experiences. | had come to realize that | faced many demands; the most olagdbe
need to demonstrate continuous improvement in student achievement in all target areas
As | entered each new assignment as a principal, | realized thateldneeatly on key
personnel in the building and develop their skills to maintain a high level of
accountability and better staff performance, both of which would lead to highentstude
achievement. | made strategic choices designed to improve studeneawtme\and
demonstrated instructional leadership in my work with staff. My interestploeng

how other principals went about making such choices led to this study.
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Definitions of Terms

Administrative TeamA group, typically consisting of the principal and assistant
principals, that is responsible for the leadership and oversight of the school.

Assistant PrincipalEastland School District (n.d.) describes the assistant
principal as an administrator that assists with managing and supeiwsitagal school
program and providing educational leadership for the students and staff members that is
consistent with the educational goals of the community. Functions include estajpéshi
climate conducive to learning; planning and coordinating programs; effetiamge;
and making key decisions (Eastland School District, n.d,).

Business Manager (School-baseBastland School District (n.d.) describes the
business manager as the individual who provides overall leadership related to the
financial management of the school, facility management, and management of other
aspects of the school not directly related to the instructional program. Thedausi
manager oversees the school's budget and financial functions, in accordari8eanat
policy and regulations; directs the use of the school facility; providesugce to food
service school personnel, transportation, purchasing and procurement programs;
collaborates with the school leadership team to effectively manage huroarcess and
ensures the school derives maximum benefit from its budget (Eastland Sdtaot,D
n.d.). The business manager contributes to the school's overall development as an active
member of the school leadership team. He or she is responsible for providing
comprehensive and accurate financial information to school leadership and the School
Board in a timely manner, to enable the school to plan and take appropriate management

action (Eastland School District, n.d.).
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Department Chairperson (resource teach&mastland School District (n.d.)
describes the department chairperson (or high school resource teachegceawho
supervises a department of teachers. The department chairperson (resmires t
provides leadership to a department or subject field(s) within a high school, under the
supervision of school administration. A department chairperson (resourcerfeache
supports classroom teachers in the instructional program, serves as anonsiraie
model, supports the development of a professional learning community within the
department and school, observes and analyzes instructional practices relateleiste
professional growth and evaluation, collaborates with supervisors and colleagues
instructional issues, takes a leadership role in the handling of instructisoatages,
supports the development of the master schedule, keeps current on content and best
practices in the specified subject field, and serves as a liaison to tred offite on
subject matter and instructional issues (Eastland School District, n.d.).

Distributed Leadership Spillane (2006) stated that distributed leadership means
more than shared leadership. The three elements of practice, interacttbsisyation
are essential to distributed leadership. First, “leadership practiceomtis¢ central and
anchoring concern. Second, leadership practice must be generated through the
interactions of leaders, followers, and their environment. Each of these edement
essential for leadership practice. Third, the situation both defines legqderabiice and
is defined through leadership practice” (p.4).

Instructional Leadership Hallinger's (2000) instructional leadership model has
three dimensions: defining the school's mission; managing the instructiogedupr

(focusing on supervising and evaluating instruction, coordinating the curricutdm, a
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monitoring student progress); and promoting a positive school-learning climate
(protecting instructional time, promoting professional development, maintainihg hig
visibility, providing incentives for teachers, and providing incentives foniegy.

Instructional Leadership Teanil he instructional leadership team consists of a
principal, assistant principal(s), department chairpersons, and other kegtstddhts,
and parents.

Instructional Technology Specialist Eastland School District (n.d.) describes the
instructional technology specialist as someone who provides all levels otippertsand
technology administration. Based on the assigned level, this work may inclugzragnal
and resolving problems related to workstations, networks, servers, and printers;
performing systems analysis; designing and implementing configuraimgyel; and
performing related duties as required or assigned (Eastland SchooltDistric

Maryland Instructional Leadership Framework (MILHhe Maryland
Instructional Leadership Framework (2005) consists of eight outcomdgatache
development of a school vision; align all aspects of a school culture to student and adult
learning; monitor the alignment of curriculum, instruction and assessment; improve
instructional practices through the purposeful observation and evaluation of teachers;
ensure the regular integration of appropriate assessments into dailgaagsstruction;
use technology and multiple sources of data to improve classroom instruction; provide
staff with focused, sustained, research-based professional development; ardadingag
community stakeholders in a shared responsibility for student and school success.

Media Specialist Eastland School District (n.d.) describes the media specialist as

the individual who plans and administers the school's library media program. The media
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specialist provides direct instruction to students and training to staff; mditages
media center material, facilities, and equipment; and communicates the lgofzogl
media program to administrators, staff, students, parents and the broader dymmuni
(Eastland School District, n.d.).

Paraeducator Eastland School District (n.d.) describes the paraeducator as the
person who assists teachers by performing a variety of tasks that promot¢ stude
learning and well being. Duties involve working with students individually and in smal
groups to assess performance; reinforce instruction; motivate leamegssist with
classroom management, clerical, and other non-instructional work (Eastiaool S
District, n.d.).

Staff Development TeacherEastland School District (n.d.) describes the staff
development teacher (SDT) as the individual who fosters development and growth of
professional learning communities and facilitates job-embedded stafopgment. In
collaboration with administrators, teachers, and other stakeholders; the SDT stipport
goal of building staff capacity to meet system-wide and local schoolivesato

increase student learning (Eastland School District, n.d.).
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Chapter 2: Literature Review

This chapter begins with an examination of policy response to the changing role
of the principal, including NCLB and the Maryland Instructional Leaderslaméwork
(MILF). The purpose of the study was to identify strategies that prinaigal$o lessen
some of the duties and demands from their daily operations and to collaborate more
effectively with key staff members. This review of research was masigp highlight
the literature on the changing role of the school principal. The chapterresathese
changes through the lenses of policies such as NCLB and the Maryland los#lucti
Leadership Framework; research on instructional and distributed leadershigingc¢he
role of school leadership teams; the demands, constraints, and choices of principals
based on Stewart’s (1982) work; and the four-framed leadership model developed by
Bolman and Deal (2008). The conceptual framework of this study was designed based
on a combination of Stewart’s (1982) framework on choices of managers; (2005);
and Bolman and Deal’s (2008) work on a four-framed leadership model of human
resources, structural, symbolic, and political frames. The final section ahidgder
discusses the relationship of the literature on the demands of the priscgral a
instructional leader to this study.

Policy Responses to the Changing Role of the Principal

According to Portin (2004), leading schools is complex work.
Researchers have defined the complexity of this work in many wayswioeith
& Riehl, 2003). Grubb and Flessa (2006) stated that the principal “is responsible

for hiring and perhaps firing teachers, coordinating bus schedules, mollifying
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angry parents, disciplining children, overseeing the cafeteria, supervisiiglspe
education and other categorical programs, and responding to all the stuff that
walks in the door” (p.519). Pounder and Merrill (2001) agreed and stated that
“time demands of the position (e.g. evening and weekend extracurricular
supervision responsibilities, balancing the demands of job and family)” make the
job challenging (p.48). These factors represent just a few examples of the
complexities of the high school principal's position. The principals in this study
described the demands and challenges that they faced, and the stradggies th
adopted to lessen the demands of their job, while serving as an instructional
leader. The principals' responses concurred with existing research thddegesc
the role of the principal as multifaceted and complex.

According to Horng, Klasik, and Loeb (2009), principals play a major role
in school operations “through motivating teacher and students, identifying and
articulating vision and goals, developing high performance expectationsiffgster
communication, allocating resources, and developing organizational structures to
support instruction and learning” (p. 1). Eastland School District demonstrated a
similar notion of the role of the principal and noted that high school principals are
“responsible for administering and supervising the total school program and
providing educational leadership for the students and staff members consistent
with the educational goals of the community” (Eastland School District veebsit
n.d.). These expectations require principals to serve as instructionaklbgder
working with staff to create a strong instructional program that fosftiexsiee

teaching and learning.
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One active and major role of principals in the instructional program is
hiring, developing, and maintaining teachers and staff (Harris, Rutlsdge, &
Thompson, 2006). Horng, Klasik, and Loeb (2010) reported that principals can
“affect the instructional quality of schools through the recruitment, deveopm
and retention of teachers” (p.491). The composition of teachers and staff greatly
impacts the instructional program of any school, and NCLB requires that schools
have highly qualified and effective teachers in every classroom.

In Breaking Ranks Jlone of the recommendations for high school reform
speaks to the quality of teachers and their ability to “design highyguadikk and
teach in ways that engage students, encourage them to persist, and, when the work
is successfully completed, result in student satisfaction and their acouiti
knowledge, critical thinking and problem-solving skills, and other abilities valued
by society” (National Association of Secondary School Principals, 2004, p. 126).
High quality schools have effective teachers who impact student achievement
(Hanushek, 2011) and student achievement is based on a myriad of indicators,
such as the targets indicated in the strategic plan of Eastland School .DAsrict
the National Association of Secondary School Principals (NASSP) (2004; state
effective teachers know their subject, are well-versed in strategiesatching
their subject, and effectively meet the needs of their students. Becauspabsi
are involved in the instructional program through the hiring of effective tegcher
everyone from the parents and school staff to the federal government hold both

principals and teachers accountable for meeting benchmarks on high stiskes tes
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No Child Left Behind (2001) created accountability measures that indlaige s
assessment benchmarks, and principals and teachers are feeling theptegz@pare
students for successful completion of these assessments. Cushing, Kerrins and Johnstone
(2003) state that “principals are responsible for implementing curriculumdates that
include getting all students — including English language learners and studénts wit
identified learning handicaps — to achieve high standards, and for student peceoonan
high-stakes assessments that could result in the eventual closing of thié GcH8).

Local school systems have developed “district-guided curriculum and aligned
assessments, coherent professional development, frequent monitoring, and useoof data f
decision making as well as the development of a shared vision” (Chrispedds, Bur
Johnson & Daly 2008, p. 739) in response to these mandates. Such demands have
resulted in key changes to the role of the principal, because of the politice afrata
federal testing and accountability measures. Failure to meet the atdaynteasures
over a period of time can result in the replacement of all or most of a schafb|'thst
conversion of a traditional public school to a charter school, or permanent closure of a
school (Maryland State Department of Education, n.d.). Principals are exqegi¢he
pressure to serve in a different role because of the political demands to maketddequa
Yearly Progress (AYP) as outlined in NCLB.

The Maryland Instructional Leadership Framework. In response to
heightened expectations to address accountability requirements set ol @R ct,
states like Maryland recognized the importance of prioritizing the ingtnat¢ leadership
role of principals. The Maryland State Department of Education (MSDE) took a

proactive approach and sought to explore research regarding instructionaHgadiee
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principalship, and strategies for reducing the non-instructional responssoditiocal
principals (Maryland State Department of Education, 2000). MSDE convened a group of
local educators and administrators in public education and higher education tdtoefine
role of principals. This taskforce concluded that the principalship is the most dagandi
position in the school building (MSDE, 2000).

According to two separate reports from MSDE, Meryland task force on the
principalshipandAchievement matters most: The final report of the visionary panel for
better schoolshe role of the principal is that of an instructional leader (Maryland State
Department of Education, 2000; 2002). Achievement matters moattask force of
educators and administrators recommended that “the principal’'s primamustebe that
of instructional leader, and that role must take priority over all other roles and
responsibilities” (Maryland State Department of Education, 2002, p. 56). NCLB
mandates that every school has an effective principal, and according to MEDE, a
effective principal is one is prioritizes instructional leadership.

The members of the Maryland Task Force on the Principalship
summarized the “role of the principal” as follows:

Noting that extraneous responsibilities impede principals’ ability to fulfill

their primary role as instructional leader/facilitator, the task force

recommends that the Maryland State Department of Education (MSDE)

and all 24 local school systems ‘clear the plate’ of those functions that do

not contribute in a substantive way to this role. The task force further

recommends that this be accomplished by giving principals sufficient staff

and support and the power to use staffing creatively to build an effective

leadership team; recommending triennially to state and local officials

which tasks, responsibilities, duties, and regulations can be removed from

the principalship; and awarding grants for current and proposed efforts
focused on redefining the principalship. (p. iv, MSDE, 2000)

Researchers have described the importance of the principal in the role of

instructional leadership. May and Supovitz (2010) state that “research iohentify
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the essential role that school principals play in encouraging instructional
improvement has been a central tenet of school improvement research at least
since analyses of the effective schools movement of the 1970s” (p.333). Coldren
and Spillane (2007) argue that these improvements happen by “establishing
connections that bridge the gap between leadership practice and teachiieg,practi
thereby initiating instructional leadership” (pp.369-370). To help princfpHik

their role as instructional leaders, MSDE made recommendations to Ktaryla
school districts to revise the responsibilities of principals. MSDE’s (2002)trepor
Achievement matters mastommended a number of strategies that further
support principals in their primary role as instructional leaders. Theseenttia
following strategies:“eliminate current responsibilities that areinstmuctional

in nature from the job requirements of principals” and create a position of
“Building Manager [whose] responsibilities are non-instructional in nature as
determined by the local school system, so that the principal can concentrate on
improving the instructional program” (pp. 57-58). These recommendations
indicated that principals needed to refocus their time and attention on the
instructional program, and this newly designed position allowed principals to
serve in the role of instructional leaders.

Taking into account these recommendations, the MSDE Division of
Leadership corroborated these research findings of and made recommendations t
the Maryland State Board of Education regarding changes to stateicetulat
defining the role of the principal. The state board subsequently approved the

inclusion of regulations in the Code of Maryland Regulations (COMAR) that
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delineated the role of the principal by identifying expected outcomes for
instructional leadership. These outcomes eventually became the Maryland
Instructional Leadership Framework (MILF) (Maryland State Depamtrof
Education, 2005).

The MILF was created based on feedback and reports from the Maryland
Instructional Leadership Development Program, Division for LeaderstwelBpment
(DLD), Mid-continent Research for Education and Learning (McREL), Southern
Regional Education Board (SREB), National Staff Development Council (NSDC),
National Association of Secondary School Principals (NASSP), Breaking RB&

II), National Middle School Association (NMSA), National Association of Elemugnt
School Principals (NAESP), Interstate School Leaders Licensure Consgi8LLC),
the National Policy Board for Educational Administration, and the Educatiatelrehip
Constituent Council (ELCC) (pp. 4-7).

MILF has eight instructional leadership outcomes, each having specific
expectations or “evidence in practice.” (Maryland State Department oaEoiuc2005,

p.1) The outcomes are not a checklist, nor are they an exhaustive list of expectations
These expected results were designed to help principals provide quality iosalct
leadership for their schools. The framework does not include all of the respbesibil

a principal, such as financial management, but MILF “focuses on the content knowledge
needed for school principals to be the leader of teaching-learning in the school” (p.2)

The eight outcomes of MILF include, "(1) facilitate the development of a school
vision; (2) align all aspects of a school culture to student and adult learning; (3pmonit

the alignment of curriculum, instruction, and assessment; (4) improve instructional
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practices through purposeful observation and evaluation of teachers; (5) Basure t
regular integration of appropriate assessments into daily classroomtiostr(®) use
technology and multiple sources of data to improve classroom instruction; (7) provide
staff with focused, sustained, research-based professional development; eargh(f)
all community stakeholders in a shared responsibility for student and schookSucces
(p.8). Each of the eight outcomes includes examples or “evidences in practice that
delineate the minimum of what [MSDE] expect[s] principals to know and be able to do if
the respective leadership outcome is to be realized” (p.1). See Appendix D fighthe e
outcomes and specific evidences in practices.

MILF was implemented in the accreditation process and administrative
preparation programs in higher education. Maryland school districts incogbtttE
to design their administrator’s evaluation system and MSDE used the framewtk f
training plan for the Maryland Principals’ Academy for new and asppringipals.

Research on Instructional Leadership The outcomes in MILF are based on
research and reports from a variety of stakeholders and organizations andrappea
number of studies regarding instructional leadership. Hallinger (2010) states
“instructional leadership became the preferred term [in the field of educh&oalise of
the recognition that principals who operate from this frame of refererncmogé on
expertise and influence than on formal authority and power to achieve a positive and
lasting impact on staff motivation and behavior and student learning” (pp.275-276).
Supovitz, Sirinides, and May (2010) describe three key factors in instructionakl@ade
“the role principals play in focusing the mission and goals of the organization, how

principals encourage and environment of collaboration and trust in the building, and the
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extent to which principals actively support instructional improvement [relateghthing
and learning]" (p.34). Horng, Klasik, and Loeb (2010) state that “school leaahers c
have a tremendous effect on student learning through the teachers they hire, how they
assign those teachers to classroom, how they retrain teachers, and how tbkey creat
opportunities for teachers to improve” (pp. 66-67). Hallinger (2010) describes
instructional leadership as components within the Principal Instructional letauesg
Rating Scale (PIMRS) framework which includes “defining the school misgrames
the school’s goals and communicates the school’s goals; managing theiorsatuct
program: coordinates the curriculum, supervises and evaluates instruction, and monitors
student progress; and developing the school learning climate program: protects
instructional time, provides incentives for teachers, provides incentives fioiniga
promotes professional development, and maintains high visibility” (p. 276).

Coldren and Spillane (2007) citing Cuban (1988), Hallinger and Murphy (1987),
Krug, (1992), described instructional leadership as a “practice [that] can iravebrgety
of activities such as defining an instructional vision or mission; managing the
instructional program through teacher supervision, curriculum planning, program
coordination, and monitoring student learning; and promoting of professional learning
among staff and the enforcement of academic standards...” ( (p.371). Components of
MILF continue to appear in research studies and articles regarding irstalcti
leadership because of the pressures and expectations that principais sesteictional
leaders as their primary function; however, principals and school officafa@ng

demands to focus on assessments and AYP. .
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Because the NCLB Act placed emphasis on students taking and passing high
stakes assessments, school leaders have faced growing pressures tthange
teaching and learning that occurs in the classroom is results in high eccstate
assessments. According to Reitzug, West, and Angel (2008) , “the pervasivecmflue
of NCLB may be reasserting the traditional instructional leadership rgeraipals, as
principals sacrifice the long-term gains resulting from teacheegsainal growth, for
the short-term goals of an ‘inspect and direct’ instructional leadership (pol695). The
pressures to make AYP every year may be changing the principal’s tekdihg
coordinator, one who monitors tests results, instead of instructional leadérth@/ktigh
stakes accountability, the essential role of principals is the improvemdiat of t
instructional programs of a school (May & Supovitz, 2010). Instructional leadership, a
indicated in MILF, involves the development of a school vision and an effective school
leadership (Maryland State Department of Education, 2005).

Instructional leadership involves the collaboration between the principal amd othe
administrators, staff in positions of authority, and other stakeholders (Robinegd, LI
&Rowe, 2008). Principals are no longer considered the only instructional leaders in
schools; therefore, shared leadership or work that has been distributed among
stakeholders is common in schools. In the annual report from the National @dllege
School Leadership (NCSL) (2004), researcher Geoff Southworth observes:

School leadership is often taken to mean headship. Such an outlook limits

leadership to one person and implies lone leadership. The long standing belief in

the power of one is being challenged. Today there is much more talk about
shared leadership, leadership teams and distributed leadership than even before.

(p-8)
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MILF employs a similar philosophy and includes an outcome which stresses the
importance of creating effective leadership te#imas collaboratively work to improve

the teaching and learning in schools (Maryland State Department of Education, 2005).
This collaborative, team-based approach leads to a distributive leadershqr thke f
principal.

Distributed Leadership Eastland School District’'s leaders, like those in other
school districts, expect principals to serve as instructional leaders. ¢tigbl grincipals
cannot work alone, because of the extensive operational and instructional demands that
exist in today’s schools. Hallinger and Murphy (1985) state that, in larigeolsg the
principal cannot be the only person involved in leading the school’s instructional
program. Supovitz, Sirinides, and May (2009) posit that principals have to look
“toward[s] an array of other actors who either consistently, or situdlipteke on a
leadership role in schools” (p.36). According to the MILF, distributed leadership builds a
school culture focused on both student and adult learning and involving many
stakeholders (Maryland State Department of Education, 2005). Researchd évatle
schools must practice distributed leadership in order to monitor effecimatyction
and student progress (Spillane 2006; Spillane, Halverson and Diamond 2001, &
Maryland State Department of Education, 2005).

Researchers define distributed leadership by the level of involvement and
leadership of each staff member in a school building. Hulpia, Devos, and Van Keer
(2010) describe distributed leadership “as the degree to which leadership fun&ions ar
distributed among formal leadership positions on the leadership team (i.e., the principa

assistant principals, and teacher leaders)” (p.40). They further destededdership
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team “as the group of people with a formal leadership role in the school as a whole”
(p.40). “Leadership is no longer seen as a one-person business; rather a business that
requires social interaction and cooperation of a whole group” (p.41). Spillane ang Heale
(2010) concur, and state that “leading and managing schools can involve multiple
individuals in addition to the school principal, including others in formally designated
leadership or management positions, such as assistant principals, mentos teacher
curriculum specialists” (p.256).

Spillane (2006) provides a similar view, and describes distributed leadership as
collective interactions between leaders, followers, and their situationpiaHDEVOS,
and Rosseel (2009) define distributed leadership as “the formal distribution of the
supportive and supervisory leadership functions; the cohesive leadership team, which
refers to the interaction that takes place among the leadership team sj@anbter
participative decision-making of the whole school team, which refers to threniaf
contribution of all school employees in the decision-making process of the school”
(p-310). Citing Rayner and Gunter (2005) and Gronn (2002), Hulpia, Devos, and Rosseel
(2009) further explained the differences between distributed leadership agatidale

The formal distribution of the supportive and supervisory leadership

functions is

broader than a delegation of tasks. Delegation of tasks refers to the

reallocation of work from one person to another, and the person who is

delegated a certain task is authorized to carry it out independently...In

distributed leadership, however, various functions are stretched over the

leadership team; all members pool their expertise and work collaboratively

in an interactive way, so that the leadership functions become an emergent
property of a group... (p.293).

Distributed leadership involves a working relationship with staff members and

stakeholders and the collection of knowledge, skills and experiences of group siember
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In distributed leadership, numerous leaders in the school work towards a set of
goals delineated in the school improvement plan. Rhodes and Brundrett (2009) state that
principals “who distribute leadership responsibilities amongst their seafhare likely
to build capacity for change and realize school improvement” (p. 362). Distributed
leadership has “been the source of investigations of leadership approachagthat
more effectively facilitate instructional improvement in schools” (Mag@&povitz, 2010,

p. 335). Mayrowetz (2008) writes that distributed leadership “should facilitate the
widening of the target of leadership development from administrators to a sadeol-w
approach and make leaders more conscious of the tools they use and design in the
practice of leadership” (p. 428). Mayrowetz further states that “distddetadership
promotes the notion that by having multiple people engaged in leadership; these
individuals will all learn more about themselves and the issues facing the sghd8IL)(

Spillane (2006) explains that “a distributed leadership perspective attempts to
acknowledge and incorporate the work of all the individuals who have a hand in
leadership practice” (p.13). Examination of the different roles of leadersHip sthool
building can help to clarify further the concept of distributed leadership, andi¢hiat
principals, assistant principals, teachers, and support staff may play in school
administration.

Members of school leadership teamsStaff leaders, charged by the principals to
work collaboratively, can play a significant role in the school improvemenégsocThe
school leadership team; comprised of the principal, teacher leaders, and other school
staff; present an example of shared leadership. The Maryland Task Force on the

Principalship provides key recommendations about the leadership team (Margtnd St
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Department of Education, 2000). “If the principal is to devote the necessaryntime a
thoughtful energy to the critical tasks outlined in [his/her] vision, he/she must have a
leadership team able to share in the many instructional and managerial furmtadwed
in running a school” (p.10). It further stated that “the effectivéchtury school team
will function in a leadership capacity for daily and long-term planning” (p.10). The
school leadership team serves as a critical means to help the leadetsuifdthg share

a focus on school improvement.

Membership of the leadership team may vary from school to school. At the high
school level, principals may have a leadership team of teachers, adnarssipatents,
business managers, and when possible, students. Cameron’s (2010) work defined the
membership of the school leadership as “senior leaders and heads of deparpr&8jts” (
These team members must know their role as members of the leadership team.

The role of the assistant principal is to assist and support the principal by
assuming a number of leadership, disciplinary, instructional, and managerial
responsibilities. Rintoul and Goulais (2010) find that “the position of second in
command (called the vice principal in Canada, the assistant principal in theldSA, t
deputy head in the UK and the deputy principal in Australia) receives scantioatie
scholarly writing” (pp.745-746). Rintoul and Goulais further describe the assistant
principal position as “a job of high stress varying dramatically depending onltbels
and leadership style of the principal” (p.746). Marshall and Hooley (2006) note that the
position of assistant principal as “both a leader and a follower, driven by anyiggti of

creative, practical and political demands” (p.746). Researchers cotlgistgress that,
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although stressful and demanding, the role of an assistant principal is a vitainpositi
the school building and on the leadership team.

Department chairpersons are teacher leaders of their subject analtéike the
assistant principal, comprise another important component of the leaderghiplitea
Ghamrawi’s (2010) work on subject leadership, she describes the department
chairperson, or subject leader, as a “pedagogical expert, staff devaltipar,
researcher, change agent, proficient raconteur, managed leader, poli¢yukikeal
developer, resource manager, curriculum developer, strategic planner, cuatiittler,
liaison, problem solver and data manager” (p. 307). Brown, Rutherford, and Boyle
(2000) argue that the department head is "the key to developing successful’schools
(p-239). They further conclude that “if heads of department are to share in any
meaningful way in the leadership and management of schools, there is a growingy need f
current management development and training provision to change radicakdy; dre
to be supported in improving their practice as curriculum leaders and managers” (p.
255). Little research currently exists on the role of the departmenteaisains;
however, they play a critical role in school leadership (Brown, Rutherford, &&Boyl
2000; Printy, 2008) and their inclusion in the distributed leadership process can help to
facilitate school improvement as teacher leaders.

The school leadership team provides an opportunity for various stakeholders to
work together towards school improvement. Chrispeels, Burke, Johnson, and Daly
(2008) assert that a leadership team involves many school leaders who work tiogethe
improve classroom teaching and student learning. Chrispeels and Martin (2002)

conclude that the team plays a key role in the shift to distributed leadership “by
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presenting the opportunity to move from a hierarchical structure, typicatiyiloes as
administrative where relations among people are designated, to a hieddatmcin

which power and authority are more disperse and fluid” (p. 359). This shift of leadership
encourages an ownership of the work necessary to improve student achievement and
strengthens teamwork.

The school leadership team is charged with increasing student achievement and
providing leadership that will increase school improvement. Printy and Marks (2006)
state that “principals alone cannot provide sufficient leadership influence to
systematically improve the quality of instruction or the level of student achew&

(p-130). They further declared that “the best results [in student achievememtjrocc
schools where principals are strong leaders who also facilitatedbguby teachers; that
is, principals are active in instructional matters in concert with teaelens they regard
as professionals and full partners” (p. 130). The MILF supports such conclusions by
including an outcome which stresses the importance of the alignment of alisasipe
school culture to student and adult learning, and an evidence of practice is aveeffect
school leadership team (Maryland State Department of Education, 2005). School
district leaders expect principals to address the needs of the school, studéatsi sta
community. As such, collaboration among school and community staff is essential to
manage the many demands and constraints present in today’s schools.

Principals’ Demands, Constraints, and Choices

The demands and expectations of principals come from many stakeholders, as
well as from school district policies and procedures. Murphy (1994) found that principals

often must take on numerous new responsibilities without letting go of any of their old
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duties. As a result, they easily become overwhelmed by the tremendous demands of the
position. Principals face additional demands that involve state assessmehts and t
accountability measures that identified schools as successful or faifiagls based on

their “Adequate Yearly Progress” in mathematics and reading.

At the time of this study, NCLB had published accountability requirements for
public schools. Failure to make Adequate Yearly Progress (AYP) forsatfites years
required local school districts to prepare for a “restructuring plan to ei¢here-open as
charter schools; (2) replace principal and staff; (3) contract for privat@agement; or
(4) other major restructuring of school governance” (No Child Left Behind, 2001.)
These accountability measures impact school staff and principals.

Coldren and Spillane (2007) state that the myriad demands of their position,
which can include “moral, interpersonal, managerial, and political” (p. 371) pressures
often leave school administrators feeling beleaguered by their copious ibspiess
The assessment accountability of NCLB adds to other demands and constraints that
principals must face in a school building.

In addition to the stringent mandates of NCLB, principals must face a number of
other demands of their administrative role. Pounder and Merrill (2001) identify these
responsibilities as “time demands of the position (e.g., evening and weekend
extracurricular supervision responsibilities, balancing the demands of jobnaihyg) fand
to a lesser degree, the kinds of problems and dilemmas that often accompany the positi
(e.g., ethical dilemmas, student behavior problems, termination of unfit employess, uni

grievance)” (p. 46).
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Researcher and author Rosemary Stewart is known for her research on the work
of managers in the public sector; which, she states, provides “greater insighnhature
of the demands, constraints, and choices in the job” (Stewart, 1982, p.128). According to
Kevin Lowe (2003), [Stewart’s] “research methods were (and remain) itiv@yva
exhaustive, and cutting edge” (p. 193). Lowe further states that “among the many
important contributions emerging from this work are the demands-constragites
framework” (p. 193). The purpose of Stewart’s work was to observed managers in
positions that “cover[ed] a variety of different kinds of middle management jobs:
production, sales, personnel, and service jobs in industry and maintenance, and planning
in local government” (p.126) including a “cross-section of marketing and gdpc
129-130) and “district administrators in hospitals” (p. 131). This framework was
designed to guide the managers’ thinking about the nature of a job and to recognize that
they are in a position to make choices (Stewart, 1982).
Stewart’s (1982) framework has three components (see Figure 2.1):
1. Demands: What anyone in the job has to do; demands are only what must
be done;
2. Constraints: The factors, internal or external to the organization, that limit
what the jobholder can do; and

3. Choices: The activities that the jobholder can do, but does not have to do.
Stewart (1982) states that “demands, constraints, and choices can be used to understand
any kind of managerial job, and other jobs as well” (p.9). She further notes that her
“framework is useful because it provides a different way of thinking about jobs and about

how individuals do them” (p.9).
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This study focused on the ways high schools principals perform their jobs as
instructional leaders, in spite of certain demands and constraints. Stewart’s (1982)
framework was used to develop the conceptual framework for this study. Hallinger

Figure 2.1. Rosemary Stewart's (1982) Framework of Demands, Choices, and

Rosemary Stewart’s Choices for Managers (1982)

Demands

Choices

Constraints

Demandsare what anyone in the job has to do.

Meeting minimum criteria of performance
Expectations that others have of what they shoald d
Consequences of not meeting these expectations
Bureaucratic procedures

Meetings that must be attended

Constraintsare the factors that limit what the jobholder dan
= Resource limitations

Legal and trade union constraints

Technological limitations

Organizational constraints

Attitudes of other people

Choicesare the activities that the jobholder can do,dmés not have to do
= How the work is done
=  What work is done
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(2011) explains that a principal's role often includes both managerial functions and the
coordination of a school's curriculum and instruction components. Hallinger describes
one aspect of instructional leadership as “managing the instructional progr.a®76).
Stewart's (1982) framework of demands, constraints and choices frameworkfalows
individual choices about what work is completed and how the work is undertaken. The
managing of the instruction includes the demands and constraints of teaching and
learning which provides choices for the school principals. Furthermore, theerianag
choices in delegation will be limited by the work they are required to do themselve
either because they are not permitted to delegate it, or because the expetiatithey
will do the work are too strong to make delegation politically feasible ($tel@82).

Stewart (1982) stated that “the work that managers must complete themselves is
determined by the following factors:
1. The extent to which they must be personally involved in the work of the unit
for which they are responsible.
2. Whom they must work with and the difficulty of these work relationships
3. The expectations that others have of what they should do, and the
consequences of not meeting these expectations.
4. Bureaucratic procedures that cannot be ignored or delegated.
5. Meetings that must be attended” (p. 4)
Stewart described constraints as “the extent to which the work to be done by the
manager’s unit is defined or the factors that limit what the jobholder can do.” She
specifically provided a summary of the common constraints (p. 5):

e Resource constraints, including buildings,
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e Legal and trade union constraints,

e Technological limitations of equipment and process,

e Physical location,

e Organizational policies and procedures, and

e Attitudes that influence what actions other people will accept or tolerate.

Stewart’s findings indicate that managers have limitations in theicefito
delegate work. However, Stewart stressed that “the organization can seetumge
managers to take a wide view of the possibilities in their jobs; to recodrorses and to
think strategically about them” (p.38). Stewart details the choices ofrigharwork,”
“becoming an expert,” and “taking part in activities outside the organizatsoopi@ons
available to organizational leaders (p.42). She described these choicgs &3 fvevite
work or to substitute one kind of work for another” (p.48). Choices allow opportunities
for team work and collaboration, distributed leadership and accountability alsson
of work and of responsibility, “work sharing,” and professional development (p.50).
Researcher Sergiovanni (2009) referenced Stewart’s demands-cosistnaiices model
by stating that “within any demand-and-constraint set, there argsathaices in the
form of opportunities to do the same things differently and to do other things that are not
required or prohibited” (p.46). According to this perspective, principals can be most
effective in their roles as instructional leaders if they lesseddh®wands and constraints
of their jobs by “expand[ing] the area of choices” (p. 46).
Stewart’s (1982) research provides a framework that identifies chbates t

managers have in their positions and defines the work that must be completed because of

the demands and constraints of their jobs. She also provided suggestions on how the
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work can be done, which relates to one of the research questions in this study: dh light
the demands and constraints of their positions, what strategies do high schoollprincipa
adopt to aid them in their focus on instructional leadership? As the principals in the
current study chose to focus on instruction, they described how they did the work by
using a particular leadership style or “frame” that aligned with the woBolmhan and
Deal (2008).
Reframing Leadership
Leadership requires the ability to make decisions that meet the needs of the
school, teachers, students, and parents; and good leadership ultimatelyesantslat
school improvement. Bolman and Deal (2008) argue that the most effective leaders use
multiple frames when making decisions. To illustrate this phenomenon, they developed
four frames that can be used to analyze a situation from different perspexutd to
make decisions about the best way to handle the state of affairs (Bolman, [@2a
see Appendix E). The four frames are as follows:
e Political Frame— Bolman and Deal (2002) explain that schools are political
entities because of two essential features: "There are individualscans g
with different backgrounds, beliefs, and agendas and of different positions,
race, ethnicity, social class and ideology. There are scarce reseuneesr
enough money, time, or human energy to do everything or to give everyone
all they want. Choices have to be made. The interplay of different interests
and scarce resources inevitably leads to conflict between individuals and

groups” (p.51).
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¢ Human Resource FrameBolman and Deal posit that the school staff has a
need to "feel safe, to belong, to feel appreciated, and to feel that [educators]
make a difference” (p. 66). They suggest that within this framework,
educators can respond to this need by empowering others to take on leadership
roles, building on staff ideas and suggestions, establishing relationships, and
acknowledging individuals for their successes and feedback.

e Structural Frame To operate effectively, school staff must have structure
and clearly defined roles and responsibilities. Bolman and Deal suggest the
following structural arrangements: "Clarify roles: Anyone who needs to be
consulted, who has approval rights, who needs to be kept informed, and who
is responsible; design groups for success rather than failure with fouokeys t
success: What are we supposed to do? What authority and resources do we
have? To whom are we accountable? What are we accountable for?” and
“shape a structure that fits — a workable structure has to fit the taskeand t
people who will do it" (p. 84-86).

¢ Symbolic Frame- Successful school leaders recognize the need for
celebrations and ceremonies within a school building. Bolman and Deal
suggest that principals, "Learn and celebrate the history, diagnoseetigtts
of the existing culture, reinforce and celebrate the culture's streagths
make transitions with ceremony” (p. 104-105).

Bolman and Deal’'s premise is that leaders must look “at the same things from

multiple lenses or points of view,” which is a “powerful tool for gaining clarggaining

balance, generating new options, and finding strategies that make a diffépe22g
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Using this four-frame model helped to identify how the four principals in the current
study focused on instructional leadership. The schools' demographics and principals’
leadership styles differed, but using Bolman and Deal’s four-frame momated
clarity about how these four school administrators chose to focus on instructional
leadership.
The Development of the Conceptual Framework
The conceptual framework guiding this study was developed from the conceptual
framing of demands, constraints and choices by Stewart (1982) and Bolman dad Deal
(2008, 2002) four-frame model for reframing leadership. In order to draw specific
attention to instructional leadership the MSDE's (2005) Maryland Instructional
Leadership Framework was linked to these two conceptualizations
Demands, constraints and choiceikosemary Stewart’s (1982) work shows that
administrators within the public sector have “choices [that] will be limited bptthe
extent of the demands and by the nature of the constraints” (p.6) (see FigurSRe2.
further describes the purposes of her framework:
Demands, constraints, and choices can be used to understand any kind of
managerial job, and other jobs as well. The framework is useful because it
provide a different way of thinking about jobs and about how individuals do time.
In selection it can help in analyzing what a job is really like. The framegan
help in appraising how an individual does a job by enabling the appraiser to
consider what is distinctive about the subordinates’ approach and to review how
well this is matched to the needs of the job at that time. Individual managers can

use demands, constraints, and choices as a way of thinking about their job and of
examining their approach to it. (p.9)

Stewart also explains that “there are choices that are found in all or mogfemahnjabs,
such as emphasizing one aspect of the job more than another and taking actions to protect
the unit for which one is responsible from disturbance” (p.9). Applying this frarkewo

to the study of four high school principals’ experiences helped to identify the demands
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and constraints they encountered, as well as their choices to focus on instructional
leadership. The framework includes questions that helped to distinguish between the

principals’ instructional and non-instructional demands.

Figure 2.2. Analytical Framework Taken from Rosemary Stewart (1982)

Pre - Analytical Framework
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expenditures, Choices: What work
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staff appraisals) work is done
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must be area, in boundary
attended management, and to change

the area of work

The Maryland Instructional Leadership Framework (MILF). The MILF
served as a lens for better understanding the four principals' perspectinssational
demands and choices. MILF enabled the categorization of principals’ instructional
demands and choices using eight leadership components:

1) facilitate the development of a school vision;

2) align all aspects of a school culture to student and adult learning;
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3) monitor the alignment of curriculum, instruction and assessment;

4) improve instructional practices through the purposeful observation and

evaluation of teachers;

5) ensure the regular integration of appropriate assessments into dailganassr

instruction;

6) use technology and multiple sources of data to improve classroom instruction;

7) provide staff with focused, sustained, research-based professional

development; and

8) engage all community stakeholders in a shared responsibility for student and

school success (Maryland State Department of Education, 2005).

Bolman and Deal’s four-frame model.Stewart (1982) described choices as
“what work was to be done and how the work was done” (p.5). Using Bolman and
Deal’s (2008) work on the four-frame leadership model, common behaviors of the
principals and differences in making their choices were identified that bcunse
instructional leadership. The four frames include a Political Frame;tGtal Frame,
Human Resources Frame, and a Symbolic Frame.

A combined conceptual framework.The choices of the four principals’ in the
current study were analyzed, using both Stewart's (1982) and Bolman and ZD€&l;s (
2008) conceptual frameworks, to determine if the principals used a particularcpfaroa
focus on instructional leadership. Stewart’'s model (see Figures 2.2 and 2r8pdifisd
to address purpose of the study and to answer the research questions. This revised
framework shows the infusion of three major bodies of work: Rosemary Stewart’s

(1982) Demands-Constraints-Choices framework f@mices for the Managgthe
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MILF, developed by the Maryland State Department of Education in 2005 and lyurrent
included in the Code of Maryland Regulations (COMAR); and Bolman and Deal’s (2002,

2008) Four-Frame Model for Reframing Leadership.

Figure 2.3. Conceptual Framework

Rosemary Stewart’s Framework
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Instructional

Bolman and Deal's Leadership
Reframing Framework

Leadership

Summary

The literature shows that the role of the principal has many dimensions. One of
the key functions of the high school principal is to serve as an instructional l&adiee.
instructional leader of a school, the principal must first know the componentsativeffe
instruction and be skilled in improving student achievement. In addition, the literature
presented evidence that instructional leadership required the cooperation with and
delegation of tasks to key staff, including teachers and administratorsstamissi

principals. The work of instructional leadership requires a team effort, aclelégation
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of responsibilities must be common practice for high school principals becausesiaiethe
of the student enrollment.

The problem with accomplishing the requisite level of cooperation is that high
school principals have to juggle such diverse roles and responsibilities, many lof whic
they must undertake themselves. They also are challenged by the demands of tdday's hig
school and it size, composition, and recent reform initiatives. The researdomtiast
study seeks to explore is, “In light of the demands and constraints of theiopssithat
do high school principals choose to do in order to focus on instructional leadership?” This
study was limited by the scope of the guiding conceptual framework basezssem&y
Stewart's (1982) work, the definition of instructional leadership as descnilbled i
Maryland Instructional Leadership Framework, and leadership styleslimian and
Deal’s (2002, 2008) four-frame model. This study described the participatingopisici
perceptions of the instructional and non-instructional demands and constraints of their
positions, and explored their individual choices to focus on the work related to

instructional leadership.
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Chapter 3: Research Design and Methodology

This chapter presents the design and methodology of this study, beginning with an
explanation of the purpose and the rationale for selecting inquiry qualitaseestaly
approach. The following section on data gathering methods and data collecson tool
provides an explanation of how the parameters of the study were established, how the
schools and principal participants were selected, and how the conceptual framesvork wa
operationalized, how the sample was selected, and how the four high schools and
principals were selected based on the school’'s demographics, programs, and student
achievement. The section concludes with a discussion of the data collection methods
utilized in the study. The chapter presents the researcher's approaalyzmgrihe data
collected over the course of the study.

Rationale for Case Study and Qualitative Research Methods

A qualitative case study design was selected for this inquiry because dqut@vi
unique mechanism for studying how high school principals focus on instructional
leadership, in spite of the demands and constraints of their jobs. As Creswell (1998)
explains, a quantitative approach—

is an inquiry process of understanding based on distinct methodological traditions

of inquiry that explore a social or human problem. The researcher builds a

complex, holistic picture, and analyzes words, reports detailed views of
informants, and conducts the study in a natural setting. (p.15)

According to Gall, Borg, and Gall (2003), qualitative research traditions careteais

investigate the themes, patterns, and relationships in sample populations.
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This study employed a case study approach to qualitative inquiry. Creswel
(1998) defines a case study as "an exploration of a bounded system or a casep{er mult
cases) over time through detailed, in-depth data collection involving mdoplees of
information rich in context" (p. 61). The use of case study methods faciliteted t
development of an in-depth picture of the context which influenced each principal’s
perceptions of demands, constraints, and choices of instructional leadership.

Site and sample selectiorEastland School District, a suburban school system in
Maryland was selected as the site for the study of a sample of high sachoggts. At
the time of the study, Eastland School District governed 26 high schools; the smalles
high school served a student population of 584 with 70 staff members, and the largest
high school enrolled over 2600 students served by over 200 staff members. | selected my
sample of four high school principals from these 26 high schools using threeoselecti
criteria.

First, | categorized the high schools based on their student enrollment. As
previously noted, at the time of the study Eastland School District was rédpdos26
high schools with an average student enrollment of approximately 1720 students. In
order to capture this context, | first listed schools by enrollment frohektgo the
lowest, | then removed from the sampling pool those high schools the school with the
lowest enroliment (less than 585) and the high school with the highest enrollment (over
2680). The school with the lowest enroliment was a specialty high school concentrating
in vocational education and students take only the vocational courses. The high school

with the highest enrollment was removed from the sampling because of its student



57

enrollment was so much larger than the other schools and the number of staff members
and programs were different from the other schools.

Second, | categorized the remaining schools by their locations within one of the
four geographic areas that Eastland District uses to organize their scootfEast,
northeast, northwest, and central. | then identified four target high s¢habls
maximized the student demographics and the program diversity of my samaated
high schools whose -American and Hispanic demographics were near or above 25% of
the total population.

Third, because my interest was in understanding instructional leadershipgsacti
by high school principals not under direct pressure to address the constraints imposed
when the schools they led failed to meet requirements for demonstrating Adegardye Ye
Progress (under the regulations of NCLB at the time of the study), | removed from

consideration those schools in the district that had not met AYP targets. Thus, only

schools whose student achievement had met benchmarks on state assessments, and that

met my criteria of maximum diversity (outlined above), formed the final pool.

Principal selectionOnce | selected the sites | would examine, | identified the
principals from each of these high schools and sent them an email inviting them to
participate in the study. Once | obtained written consent (see AppendixcB), e
principal was scheduled, by email, for a long interview at an agreed-upon location.

Table 1, below, provides a demographic profile of the 26 high schools from which
the sample schools were selected. Schools with an asterisk (*) were adrabenchse

study.
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Table 1

High School Student Enrollment in Eastland School District

HS Area Students FARMS ESOL Sp Ed AA A H W
SchoolA  SE 2681 30.6 9.3 6.1 29 18.26.4 25.8
SchoolB W 2459 4.2 2 8.9 58 34648 54.6
SchoolC W 2110 2.4 0.3 11.6 6.6 24.354 63.6
SchoolD NE 2098 12.9 8.2 8.2 17 11.3109 60.4
SchoolE  NW 2025 16.2 0.1 13.4 31 16.66.8 35.7
School F w 2003 5.8 5.8 14.5 95 14833 623
School G* C 2000 30.3 12.2 154 28 11 348 26.2
School H C 1971 23.7 5 115 19 14 23 434
School | C 1953 15.6 7.1 8 17 245159 424
School J NE 1887 354 6.4 9.9 48 15235 131
SchoolK W 1884 21 5.6 10.7 44 13.16.8 75.6
SchoolL  NE 1805 22.3 0.8 7.7 47  20.312 204
School M*  NE 1800 20.4 14 8.8 41 10 14 351
SchoolN W 1777 8.6 4.1 7.7 16 7.5 137 61.8
School O* NW 1700 17.1 6.9 12.8 18 14.28.2 49.6
School P N 1653 23.5 6.3 11.3 32 16 20 31.7

School Q C 1593 35.9 7.9 16.9 37 11.819 19.9
SchoolR  SE 1570 37.3 10.6 13.9 23 10.83.9 222

School S* SE 1502 41.5 9.2 12.4 42  10.85.8 11.3
School T N 1420 10.4 0.1 12.4 8.3 51 119 743
SchoolU NW 1344 24.3 9 12.9 34 10.825 324
SchoolV ~ SE 1323 31.4 8 14.4 35 6.3 343 245
SchoolW  SE 1320 53.3 15.8 10.2 22 11.56.6 10.3
School X C 1243 20.5 6.7 13.4 18 13.26.6 42.2
School Y N 1049 3.8 0 5.3 5.7 17.743 715
SchoolZz  SE 584 40.4 12.8 28.1 28 11.41.3 19.3

Key: FARMS - Students on Free and Reduced Meals program, ESOL — Stuterasew
English for Speakers of Other Languages. Sp Ed — Students who arangesgecial education
services, AA-African American students, A-Asian students, H-Hispsindents, and W-White
students
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It should be noted that this study was dependent upon school district approval of
the study, and at their request, the identities of the schools and principals were not
revealed. The permission for the study was sent for approval to the Deputy
Superintendent and the Associate Superintendent of Research. Permissiomigdsrgra
December 2009. This approval allowed me to being sampling procedures outlined next.

Data collection.Once sampling was complete and the invited principals had
agreed to participate in the study between December 2009 and May 2010, Idyd#tare
from three sources (a) public reports about each of the four schools (b) a survey
guestionnaire administered to each of the four principals, and (c) intervieivg fasm
one to one and a half hours with each principal.

Survey.Prior to conducting interviews, each principal completed a written survey
asking them to rate the factors of their jobs, as identified by Pounder and {2601
and to identify potential demands and constraints of their positions in the area of
instructional leadership. | made minor modifications to the Pounder and Merrill
instrument to create a questionnaire that helped to establish background ioformat
about the principals and to identify the factors that influenced them in becominy a hig
school principal. The results of the survey helped me identify potential demartdassuc
work problems, time constraints, management tasks, and fiscal management (see
Appendix A).

Long interviews Once the surveys were completed, | conducted interviews with
each principal. | used a long interview format to elicit from the princigalg detailed
descriptions of demands, constraints and choices in their work. The interview questions

addressed the research questions and the study’s guiding conceptual fikamfivor
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interview questions were based on Stewart's (1982) framework regarding demdnds
constraints on managers, and were restated in the context of the high school principal’s
role. The questions | asked were related to the primary research questioasiidyri

1. What do high school principals describe as the instructional and non-
instructional demands of their jobs?

2. What do high school principals describe as job constraints that have an
impact on instruction?

3. In light of the demands and constraints of their positions, what do high
school principals choose to do in order to focus on instructional
leadership?

During the initial long interview, the principals gave their perceptionseohtm-
instructional demands, constraints, and instructional demands of their positions as they
talked freely about their work as a high school administrator.

Document and memo reviewSchool officials provided the link to the Eastland
School District webpage to access school information such as student demagraphic
student performance on state assessments, staff demographics anditibe.fa&ito job
description memoranda and policies and procedures regarding the school district we
available from the same link to the Eastland School District webpage. Document and
memo reviews were used to triangulate the data and responses fromdimalsrend to
develop follow-up questions intended to enhance clarity and obtain additional details
from the informants

Follow-up interviews During the follow-up interviews, | shared with the

principals the components of the Maryland Instructional Leadership Framework, and
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asked them to provide additional information pertaining to specific components of the
framework. The follow-up questions provided additional information on the stratihgie
principals adopted to increase their focus on instructional leadership. Since lome of t
principals had left Eastland School District, and another principal was promoted to a
Central Office position, only two of the four principals were asked clagfguestions.
The interviews were tape-recorded and transcribed. | reviewed eachipizmsdor
accuracy and removed any identifying information.
Data Analysis

Data analysis was guided by the work of Stake (1995), who identifiesoious f
of data analysis for the type of case study employed in this inquirggtoatal
aggregation, direct interpretation, patterns, and naturalistic geneoalzatil used all
four forms of analysis, first conducting a within case analysis of eactifal’s data,
and then conducting a cross-case analysis (comparing and contrastegpthreses of
the four principals).

Within-case analysis First, | uploaded transcripts of the interviews into a
computer software program (NVivo). | then began to code statements frorarberits
as non-instructional demands, constraints, choices, and instructional demandslgsee Ta
2)).

| then coded the principals' choices as instructional leadership, as defined by the
MILF and Bolman and Deal's (2008) four frarhésee Table 3). Results of the within

case analyses are presented in Chapter 4.

! Human resource, political, symbolic and structural
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Within Case Coding of Demands, Constraints, and Choices
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Construct

Code

Demands

Instructional Demands
Non-Instructional Demands

Constraints

Constraints

Choices

HR — Human Resources

PF — Political Frame
SyF — Symbolic Frame
SF — Structural Frame

Table 3

Coding for Principals’ Perceptions

Instructional
Demands Construct Code
Vision F1
Maryland Student Adult Learning F2
Instructional Curricu[um, Instruc;tion and Assessment F3
Instructional Practices F4
Leadership Appropriate Assessments F5
Technology and Multiple Use of Data F6
Framework Professional Development F7
Community Stakeholders F8
Choices Frames Code
Human Resources HR
Frames Structural SF
Political PF
Symbolic SyF

Cross-case analysifOnce the background information about the schools and

principals and the principals’ perceptions was described, patterns emetiged in

principals' responses. | looked for commonalities among the principals byireyihe
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coding system that classified their actions when dealing with componentrattional
leadership. | also looked for differences among the principals either trasleelir
schools or their experience as a school administrator. The cross-caseanatyused

to provide an overview and to draw conclusions, which will be presented in Chapter 5.

Standards of Quality and Ethical Issues

Stake (1995) asserts that triangulation and member checking are netessar
assure the quality of a case study. | verified "assertions” and "leggnetations” with
two of the participants and provided rough drafts of the case studies to the pasticipant
the study to verify the content. The other two participants were unavailabtgldev-tip,
because one of them was no longer working for the school district, and the other principal
was working in a Central Office position. In order to enhance the validity ctuly |
identified a “critical friendwho worked as an administrator and could thus validate my
interpretation of data. As a principal, | had to remain objective and not become
evaluative of the comments that the principals made during their interviews.

Because participating principals wanted to speak freely it was impartanstire
their anonymity. In the final report, schools and principals’ names were chtnge
protect their identity. The principals were asked to speak honestly about their
experiences at their schools and to provide as much detailed information as possible.
Summary

In summary, this chapter has outlined the case study method to develop an in-
depth picture of the context which influenced each principal’s perceptions of demands,
constraints, and choices of instructional leadership. This chapter describexktretre

design, and the methodology used for collecting and analyzing the data. Theofabalts
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data were used to describe each of the four case studies and to draw conclusiohs about t
choices of the high school principals in order to focus on instructional leadership as

defined by the Maryland Instructional Leadership Framework.
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Chapter 4: Findings of Within-Case Analyses

In this chapter, | present the findings of a within-case analysis of deraadds
constraints described by the four high school principals who participated in this stud
This chapter is divided into two main sections. The first section describes the
demographics of the each of the four high schools, the backgrounds of the principals, and
their descriptions of non-instructional demands, constraints, and instructional demands.
The second section summarizes the principals’ perceptions of demands andntenstrai

These within-case analyses respond to the following research questions:

1. What do high school principals describe as the instructional and non-
instructional demands of their jobs?
2. What do high school principals describe as job constraints that have an impact

on instruction?

The Cases
In this section, | present case studies of each of the four target high schools and

provide with background information about the principals. In addition, | present the
description of the factors that caused the four informants to become high school
principals and their perspectives of the non-instructional demands of their jobs4Table

lists the selected high schools, the principals, and the principal’s yearseviesxce.
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Table 4

Schools and Principals in Case Study

High Student | Location | Staff | Name of Principals’ | Principals’
Schools #* of School | # Principal Yrs of Yrs of HS
in Service at | Principal
Eastland School* Experience*
Eastern 1500 SE 1235 David 4 6
Washington
Lexington 1800 NE 122| Susan 13 13
Anderson
Reading 1700 NW 125/ Patricia 4 4
Hamilton
Ackerman 2000 Central 157  Sharon Carter 3 9

*As of end of school year 2008-2009

Case One: Eastern High School and Its Principal
In this section | describe Eastern High School and its principal, David

Washington. | present the constraints and demands that Principal Washingtdoedesc
as influencing his work.

Eastern High School Eastern High School is located in the southeastern section
of the school district. At the time of the study, the population consisted of 1552 students
(approximately 43% African-American, 11% Asian-American, 36% Hispanit14%

White). Eastern High School is unique from other high schools because of its large
Hispanic and African —American populations and 9.2% of the total population reéceive
instruction in English for Speakers of Other Languages (ESOL). In addition, 41.5% of
the student population participated in the Free and Reduced Meals Program (FARMS)

the time of the study, and 69.3% of the student population had participated in FARMS at
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one time in their educational experience. The mobility rate was 17.20%, the student
attendance rate was 95.5%, and the graduation rate was 84.8%.

Eastern High School offered Learning Academic Disabilities, Palysic
Disabilities, and Secondary Learning Center programs for its speccdtedustudents,
as well as Advanced Placement and International Baccalaureatamsofgr students
who have taken the necessary prerequisite courses and want to experienceis rigor
program of study. In addition, Eastern provides Career Pathway Progrants avehic
electives, and core courses and work experience to prepare students focquddge
employment. Each year between 2005 and 2009, Eastern met Adequate YeaggsProg
targets, but struggled to meet state assessment targets for rea@di8@toand special
education populations. The average SAT score was 1342 out of 2400 points. Eastern
High School had 72.4 classroom teachers and 52.6 supporting services staff. The
administrative team consisted of one principal and three assistant gancijpare were
10 department chairpersons, 18 special educators, and eight full-time counselors.

Principal David Washington of Eastern High SchoolDavid Washington, an
African American male who had been principal of Eastern High School for éaus wat
the time of the study, was recruited to his position from a nearby school district. Mr
Washington had a total of 10 years of experience as an administrator (fuatyea
Eastern, two years as a high school principal at another high school in the chadly s
district, and four years as an assistant principal in Eastland SchooltRigttechad
taught high school English for six years before advancing to an adminispasim®n,

and he holds a master’s degree in educational administration
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Becoming the principal of Eastern High SchodPrincipal Washington
welcomed the idea of sharing the instructional and non-instructional demands that he
faced at Eastern High School, as well as his motivation for becoming a prindipal
indicated that he became a high school principal because of his desire to make a
difference in the lives of students, staff, and parents. He explained that whikngur
his goal of becoming a high school principal, he sought to make changes in the school
environment and to influence others. While serving as a high school principal in the
nearby school district, he had learned about the vacancy at Eastern High School and
quickly submitted his application for the principalship. He had worked in Eastland
School District previously as an assistant principal, and according to Principa
Washington, this new position was an “opportunity to display his leadership” as the
principal of a high school. He had no desire to work as a middle school principal,
although he was certified to teach English in grades 6 — 12. High school had been his
passion, and he had left Eastland School District to serve as a high school principal in a
troubled school district. Returning to Eastland was an opportunity for him to display his
experience and expertise in focusing on a school’s instructional program to the
superintendent, area superintendent, and other administrators.

Principal Washington described his leadership style as that of a chameleon,
because he had to “adapt and adjust to different places.” He felt he used a shared
approach to leadership, an approach he learned when he played team sports. He
explained that he taught the team concept to his administrative team tattaeih
environment of camaraderie and collaboration. Further, he highlighted the impastanc

establishing relationships, and stated that, as a principal, “you must builtanetig”
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with staff and students. He further stated that “the importance of relapsnshst be
built [among the team in order to] know your team members’ strengths and wemkhess
Principal Washington’s perceptions of non-instructional deman&ghen asked
about the non-instructional demands he faced in his position, Principal Washington first
identified safety as a significant issue. “Safety and security diuléing is a huge
piece, and the facility itself, which has nothing to do with instruction, but it has
everything to do with setting up an environment that is appealing and is going to promote
instruction.” Principal Washington gave an example of how his building services staff
affected instruction in the school building:
The steps are an extension of the building. Don’t wait for the outside person who
cuts the grass to sweep the steps. | should never walk up these steps and see that
it's a mess. Now it has nothing to do with instruction but it's the perception of
coming into the building. And it consumes time, but every morning when I'm
walking around just kind of feeling the climate of the building, popping into
classes and those type of things, it's instruction but it's also management in
looking at the facility and the security of things.
Principal Washington found that is was sometimes difficult to separate
management issues from instructional concerns. He gave an example@fanti
when students were in the hall without hall passes. The situation initiallyregpgede a
management issue, but soon led to concerns about instructional matters and
considerations of why the teacher gave the students permission to rmissfitlpe class.
Principal Washington felt that the school system’s requirements for pisbgpa
serve on committees or workgroups and meet monthly with the superintendent were

another non-instructional demand. This non-instructional demand required his

attendance at a number of meetings that occurred during the day and resulted in his
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absence from his school building. These meetings could not be delegated totant assis
principal.

Like other principals in the district, Principal Washington also served on special
county-wide committees and workgroups. These workgroups often were scheduled
during the instructional day or during the dismissal of school. In addition to these
external meetings, athletics and extracurricular activitiesedeas additional non-
instructional demands on Principal Washington's time. In his view, meetihigtics,
and extracurricular activities created “extra demands.” He explainedftbaa meeting,
“we’re expected to come back to school, cover the games, and you don’t get home until
ten thirty at night.”

Principal Washington’s constraintsPrincipal Washington described a number of
constraints during his interviews. For example, he felt that Eastland SchoaitDis
imposed a number of constraints he had not experienced in the district he had previously
worked for as a principal. He commented on the constraint of having 130 faculty and
staff members and developing staff members new to his school, and working with
experienced staff that were not performing as they should. He further désbebe
implications of hiring key staff positions; such as an assistant principal hgeida
counselor, and two department chairpersons. He stated that the “drawback [iagth hir
staff] is the time” that is takes to hire staff, identify areas ohgtteand weaknesses, and
develop specific professional development opportunities. Principal Washington
described the frustration of not having the authority to hire staff and noted thasdeta
this district’s policy, he lost good candidates every year. He had expeti@nde

appreciated that greater autonomy in hiring at his previous school district.
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Principal Washington‘s administrative team consisted of two maleassist
principals and a female assistant principal. Washington noted that he had “nanght-h
man or woman; it's a team,” but he felt a need for more support in administration. The
allocation of assistant principals was based on the student enrollment in a school
building. Principal Washington expressed some frustration when he described his
working relationship with Central Office staff. He noted that while heedrat work
early, the Central Office staff might “not be there ‘til, at the eat]imaybe seven thirty,”
and some Central Office staff conducted official business as late as “arqadite or
five o’clock. He indicated that the work schedule of Central Office staff waslways
aligned with his schedule and school activities. The lack of congruity betwseen hi
schedule and that of the Central Office staff proved a notable constrathtrfoipal
Washington.

Principal Washington mentioned several constraints on his work as principal tha
stemmed from challenges with his school building's design and resources. iptegxa
his school did not have “wireless throughout the building” for the administrators &#nd sta
to access the internet for their work in other parts of the building. He noted a general
dearth of technology in the building, although he acknowledged that the “Promethean
boards were a great addition” to the classroom.

Eastern High School sits on “little less than 30 acres” and the students “don’t have
enough space” for practice fields. Having the “dance floor on the second floor,” away
from the Physical Education department, also created some scheduling and isapervis
issues. Principal Washington stated, “We have money that can only be used for

instructional materials, which is great; but in there, | cannot buy any rasks.d
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Eastern High School receives a special grant that funds one of their speciah;dout
Principal Washington saw a decrease in the financial resources duringthbiyetudy
took place. “For all the special programs that we have, the county has funded them. |
can’t say they funded them pretty well.” He described other programs theainiezily
funded by Eastland School District, but each local school is beginning to fund these
programs themselves. “We can't afford to pay for all of them anymore.”

Principal Washington’s perceptions of instructional demandrincipal
Washington identified professional development for teachers and staff asiagsrom
instructional demand of his position. He further described these instructional deasands
the “the opportunity to be able to go into the classrooms, go in and observe what we
believe should be effective instruction, but then coming up with support plans, being able
to have a better analysis of their structural practices that are béveyetd by the
teacher every day.” He labeled this process a demand because “you end up dsaling w
teachers who create issues outside of the instructional part of it that tekésathway
from the delivery of the instruction, because you're dealing with somethieghaiss
impacting the relationships in the room, keeping them from being able to delivemphat
of instruction because the relationships are poor, which therefore is goingact'itihe
classroom instruction. The instructional demand of having high expectationis for al
students and teachers in a culture of continuous improvement included hiring the best
teachers and providing effective professional learning communities whetests plan
collaboratively, review and grade student work, and monitor student performance.

Another instructional demand that Principal Washington faced was the

requirement that he complete the department chairperson evaluations. Déspite t
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demand on his own time, he felt that not having the assistant principals write the
evaluations of the department chairperson “helps those relationships with ste@nassi
principal.” He felt that the arrangement facilitated open communicagittwelen
department chairpersons and assistant principals, since he/she would not lgetlsegnin
evaluations. ‘I think they [the assistant principals] can get a lot more ddméheit
[department chairpersons], and it gets rid of that ‘us versus them’ type wdattit

The instructional demand of using multiple sources of data to improve classroom
instruction and meet the school district’s targets also was a priorityifmigd
Washington, and his supervisor had established targets for SAT, PSAT, honors and AP
classes. “There are specific penalties for not meeting thesestangt, | guess the
penalty would be having to have extra meetings [to address the targets]."”

Dealing with all community stakeholders seemed to be very important to
Principal Washington, but he had worked with his community to “get them to understand
that you can't just walk into a building and expect to see the principal.” He deiscribe
that his parents were used to arriving to the school without appointments and demanding
to see him about an issue involving their students. He discussed times when he was not
in the building and did not know the issues of the parents at that time. Parents began to
send email messages expecting a quick response, according to Principaigidas He
described the need for the community to have access to their principal angtisess
to the community had to be timely and accurate. Because these inquiries from the
community dealt with instruction or student learning, Principal Washington ldedcri

this work as an instructional demand.



74

Case Two: Lexington High School and Its Principal

In this section | describe Lexington High School and the principal, Susan
Anderson. | present the demands that Principal Anderson described as influencing her
work.

Lexington High School Lexington High School is located in the northeastern
section of the school district. At the time of this study, the population included 1816
students (41% African-American, 9.8% Asian-American, 14% Hispanic, and 35.1%
White). At Lexington High School, 1.4% of the school population received instruction in
English for Speakers of Other Languages (ESOL). In addition, 20.4% of the student
population participated in the FARMS Program, and 39.2% of the student population had
participated in the FARMS at one time in their educational experience. Thetynaidi
was 11.4%, the student attendance rate was 95.3%, and the graduation rate was 91%.

Lexington High School offered Learning Academic Disabilities and
School/Community-Based programs for its special education students. The Advanced
Placement program was offered for students who had taken the necessayigite
courses and wanted to experience a rigorous program of study. In additionfdexing
provided Career Pathway Programs in the arts, business, computers, and hymanities
which are electives; and offered core courses to prepare students faxquostesy work
or work experience. Each year between 2003 and 2009, Lexington met the Adequate
Yearly Progress targets. The average SAT score was 1490 out of 2400 poingtolnex
High School had 85 classroom teachers and 53 supporting services staff. The

administrative team consisted of one principal, three assistant principaisne
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assistant school administrator. The school had nine department chairpersons, L2 specia
educators, and seven full time counselors and one part-time counselor.

Principal Susan Anderson of Lexington High SchoolSusan Anderson, a White
female, had been principal of Lexington High School for 13 years. She wasa@crui
from the ranks of middle school principals in the district. Mrs. Anderson had 21 years of
experience as an administrator (13 years at Lexington, five yearsiédla sthool in the
school district, and three years as an assistant principal). She tautdt fined6 years
before advancing to an administrative position. She held a master’s degremnuasgc
education and a graduate certificate in educational administration.

Becoming the principal of Lexington High SchooPrincipal Anderson was one
of the most experienced high school principals in the school district. She indicated tha
she received numerous requests for interviews because of Lexington High'sSchool
academic and athletic programs, the prestigious and distinguished acsblades over
the years for her effective leadership and training of future prirsgipatl her community
involvement. Principal Anderson explained that she was chosen to serve as the founding
principal of Lexington High School after serving as principal of a middle sch@ohigh
performing section of the Eastland school district. She further indicated thatdshe ha
taken the job because she wanted experience beyond her middle school background, and
she described her desire for a school environment that was more diverse.

As the first principal of Lexington, she was instrumental in the design of the
school, which included not only the selection of school colors, mascot, and paint colors,
but also the hiring of staff and development of school policies and procedures. Principal

Anderson described her leadership style as “empowering.” She liked to Iheccaealt
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wanted to be hands-on without micromanaging. “I love to build the capacity in other
people. And | feel like | was given a very unique opportunity to build something
special.” She commented that she wanted students, staff and parents to look back over
their years at Lexington as a good experience and feel that the priredipad¢dn a

positive factor in that good experience.

Principal Anderson’s perceptions of non-instructional demandghen asked
about non-instructional demands, Principal Anderson stated that “ultimatelythengis
related to instruction. While it may not look like it directly, two clicks awayrelated
to instruction.” However, she described time demands as an example of a non-
instructional demand. She noted a difference between her work during the day and
demands on her time after school hours. “I love my day job, love it. | don’t always love
my night job because my night job is exhausting. My night job is the additional time in
hours that | put in, and sometimes it's not even about what you're there for, beeduse th
may ultimately be enjoyable.”

Principal Anderson also discussed the demand to improve the supervision of her
athletic program by observing and evaluating her athletic director.uBeod problems
during the athletic events, her involvement was critical. She needed to conduatusimer
observations of the athletic program and schedule numerous meetings withétar athl
director, who had spent 39 years in the school system with 12 of those years at
Lexington. Also, she explained that certain events consumed her time, egpéoai|
students misbehaved in the school building. She gave the example of an incident, prior to
the homecoming pep rally, that had to be investigated by the assistant psiacigpal

security, and that required that she assess the situation to determine whetitd¢o
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cancel the pep rally. This incident consumed a significant portion timeifoipal
Anderson and her administrative team, as they focused on the management of the school
and the safety of students and staff.

Principal Anderson also gave the examples of facility issues that cothdieme
time. The gym and auditorium lobby spaces were too small to provide a safe
environment for students, and she and her team were forced to develop alternate plans
when scheduling events. Principal Anderson also described having issudsewith t
heating and cooling systems, which had begun as an issue for her building services
manager, but became an issue that she had to resolve with the Centeas@ffic She
described how each of these factors contributed to the creation of an environment that
was conducive to learning, as she explained, “some of it is just comfort of the
temperature in your room.”

Principal Anderson’s constraintsPrincipal Anderson indentified one of the
major constraints of her position as having “only four years to make a diftene a
student’s life,” since they come to her school from so many different backgrounds and
experiences. Because Eastland School District placed such a strong foaukeah st
achievement, the local high schools prioritized student performance on starditedize
However, Anderson noted a “disconnect” with these demands and the “reality” among
students. She described the disconnect of meeting the school district’'s student
performance targets and recognizing student achievement even if the stlidi@ots
meet or exceed the performance targets. She gave an example of stuétembsngen
certain score on the SAT, yet the “reality” is that some students walbient with their

SAT score in spite of the system’s target for SAT. She explained thdityt®f having
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students to graduate from high school as their accomplishments and not thessystem’
demands of having students meet or exceed the school district’s student performance
targets.

Principal Anderson explained that an additional constraint involved the fact that
key positions in her building had been filled either with newly hired staff menabe
staff members who have been in their position far too long. She felt that she had been in
Eastland School District a very long time, and that all of her mentors and suppader
left the field. “My heroes are gone,” she lamented, “There aren’t inaroes left when
you’'ve been around as long as I've been around, and that's when you become a lot more
self-sufficient and | think take on a different role.”

Principal Anderson explained that hiring staff was becoming more complex,
because the current staffing formula does not meet the needs of her school. She
explained, however, that she had become “very creative” in hiring staff mefobers
positions in her building by reallocating the given staff allocations. Thiengt&brmula
is calculated based on the projected student enroliment for the upcoming school year
(Eastland School District, n.d). at the time of this study she had gained new staff
members in her building- two of the four administrators were new to theirgmssitShe
commented on the need for additional assistant principals in her building and the need for
building teacher leaders or department chairpersons to improve teachingrantle

Principal Anderson stated that her biggest funding source was the “cell phone
tower” that was located on her school campus. Because of this mobile phone tower,
Lexington received financial resources every year that were udesl @tncipal's

discretion. According to Principal Anderson, these funds ensure that the schoat is “abl
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to do some things we might not have been able to do before.” Principal Anderson further
described the financial constraints that she regularly faces:
So, yeah, that constraint is-- well, the other thing is we used to have a lot of
money in the grant, and a lot of things that we could do for staff, we can’t do
anymore. And we lost hours for clubs and all those kinds of things, and the
grant’s a real issue for us, because that was a huge-- it was $750,000 over five
years. It brought four team leaders in ninth grade, a release period.
Principal Anderson highlighted several additional financial constraints, such as
nonrenewable grants and school system policies that prevented her from pgrchasi
instructional materials and realigning her teacher staffing altosat “In the old days,
when you had a federal grant, there was a commitment from [Eastland Scétoct]Ro
pick up. So, like the signature program, we used to get an additional 2.4 staffing. We
don’t get that anymore.”
Principal Anderson noted that facility issues also proved a constraing, ttig
fact that the school has “seven portables,” which meant the school district hadeto pl
mobile classrooms on the school campus to relieve overcrowding in the main structure of
the school building. She also described the physical location of the auditorium and
gymnasium and the heating and cooling of classrooms as “annoyances.” Andegson not
that her building had insufficient computer labs, and that students and staff had
inadequate access to technology. “It creates 'haves' and 'have notst'amahe of the
things you have to manage.”
Principal Anderson explained that working with her supervisor and other
individuals in leadership positions also served as a constraint. She described hay workin

relationship with the teacher union representative in her building as “positive” and

commented that her “only grievance” with a staff “ended up turning around very
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positively.” Despite this positive relationship, she acknowledged that she didveat ha
positive relationship with a previous supervisor, because the supervisor was
“micromanaging” and “difficult to work with.” Since the previous supervisdrtled

position, she had developed “a wonderful relationship” with her current supervisor. She
explained, “I feel like she trusts me to do the job. She doesn’t micromanage me because
I’'m doing the job. If | were not, she might have to be more directive.”

Principal Anderson’s perceptions of instructional demanésincipal Anderson
described the instructional demands as “everything." She explained, "I&if-the
encompassing reason we're here. The demands, I think, go back to good hiring and a
vision in hiring people who you know are going to accomplish what you want to see
accomplished for students.” She portrayed instructional demands as ancloweyar
umbrella — the lens that you look through at everythiAgcording to Principal
Anderson;‘instructional demands are bigger than just instruction. They're climéte.”
order to foster a positive climate, Principal Anderson suggested that pisricgva to
“build a climate that makes people want to come to work with your students.” She
described this climate of learning, support and professionalism that would tatilend
students want to come to school every day. Principal Anderson described this school
culture of student and adult learning as vital in a school building. She felt that pgovidi
ongoing professional development opportunities for staff, as well as the humaressour
or other kinds of resources, support the school culture of student and adult learning. The
master schedule needed to support the vision of the school to support and advanced level

courses for students and sufficient planning time for teachers.
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Anderson also discussed the importance of hiring the best staff. “If you put a lot
of time into your hiring, you reap the rewards on the other end, because you're not
micromanaging.” She clarified by much work goes into the hiring of statftwihcludes
screening potential candidates and selecting the best person for the position. She
explained that hiring was the most important responsibility of her job, noting thatashe
involved in every interview for a position in her school and never delegated the task to
another administrator in her building. By participating in every interviee keew the
strengths of each candidate and knew which one would be an asset to her school. She
stated the importance of “good hiring and a vision in hiring people who you know are
going to accomplish what you want to see accomplished for students.” Principal
Anderson also noted the value of “knowing when you go in what you're seeing in the
class, what you're seeing in the students, what the engagement looks like, what the tone,
the climate.”

Principal Anderson contended that the analysis of student data often proved
another instructional demand of her position. Proper data analysis is pédsticula
important when dealing with incoming students, identifying student needs, and
programming students for academic achievement. She scheduled the timenaetaie
and work with her staff and community to program and provide opportunities for
students. She described these actions as her vision for the school which wamelie
in students. “If you stop believing that you can make a difference and you cae chang
lives and you can move kids beyond where they think they can go, then [it's] time to go,

time to retire. You're not in the right business.”
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Case Three: Reading High School and Its Principal

In this section | describe Reading High School and its principal, Principal
Hamilton. | present the constraints and demands that Principal Hamiltoibddsas
influencing her work.

Reading High SchoolReading High School is located in the northwestern
section of the school district. At the time of the study, the population was 1722 students
(18% African-American, 14.2% Asian-American, 18.2% Hispanic, and 49.7% White).

At Reading High School 6.9% of the total population received instruction in ESOL. In
addition, 17.1% of the student population participated in FARMS, and 33.9% of the
student population had participated FARMS at one time in their educational experience
The mobility rate was 14.6%, student attendance rate was 94.8%, and the gradation rat
was 88.8%.

Reading High School offered Learning Academic Disabilities, Lagrfor
Independence, and School/Community-Based programs for its special educatemss
The school offered a Multidisciplinary Education Training and Support program for
students with interrupted education. The Advanced Placement program was offered fo
students who had taken the necessary prerequisite courses and want to experience a
rigorous program of studies. In addition, Reading provided elective and coresdourse
their Career Pathway Programs to prepare students for post-secondary work or
experience. Reading had met the Adequate Yearly Progress tange2007 to 2009
but struggled to meet state assessment targets for reading for its E&SESyeaial
education populations. The average SAT score was 1635 out of 2400 points. Reading

High School had 79.6 classroom teachers and 74.6 supporting services staff. The
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administrative team consisted of one principal and three assistant psncljed school
employed seven department chairpersons, 20 special educators, and seven full time
counselors.

Principal Patricia Hamilton of Reading High School Patricia Hamilton, a
White female with 10 years of administrative experience, was recruttetfre ranks of
high school assistant principals in the district to lead Reading High. Attbeofithe
study, she had served at Reading for four years. Prior to her six yearasssséant
principal at two high schools within the school district, she served as an ofistarmiss
and technology specialist at two high schools in Eastland school district, and in three
other states, before advancing to an administrative position. She held twdsnaster
degrees and a graduate certificate in educational administration.

Becoming the principal of Reading High SchodDf the four high school
principals who participated in this study, Hamilton had the least expeiience
administration. She was among the few administrators in the school distocteve
promoted from the position of assistant principal to high school principal. Principal
Hamilton was appointed principal at Reading High School in late July 2006. Shedecall
that this date of appointment caused her to miss the annual Summer Instructional
Leadership Team meeting held in early July. Principal Hamilton indicatethita
annual summer meeting with school administrators, department chairpetsdanis
and parents was very important because it was during that meeting that decgssns w
made on school policies and procedures for the upcoming school year. To make up for
her inability to participate in the Summer Instructional Leadership Teagtinge

Principal Hamilton scheduled an additional week for the school-based Instructional
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Leadership Team to reconvene and decide on their focus for the upcoming school year.
She indicated that this was intentional because she needed to make great ohltheges i
building, based on feedback from her predecessor and her supervisor.

Principal Hamilton described her leadership style as “very hands-on,” but not
“micro-managing.” She has been described as “intense” by her dtafy. desperately
not to be. I don’t think | can hide it, from anybody. You know? | think if we decide
we’re going to do it, we're going to do it.”

Principal Hamilton’s perceptions of non-instructional demandBrincipal
Hamilton described the non-instructional demands she faced as “a lot ofgukinds.”
She noted that some examples of these “life things” included the matteessichiool
building, such as overheated third floor classrooms, insufficient paper towels in the
restrooms, malfunctioning Xerox machines, and a shortage of financialaesdoir
textbooks and instructional materials for students. Principal Hanst&iad that these
non-instructional demands are the “managerial tasks” that she feltmgoesible to
resolve because they kept reoccurring. She gave a humorous description basidnsel
“major trash picker upper at lunch, or straightener.”

Principal Hamilton felt that principals had a lot of mandated meetings that
required them to be out of their buildings. She was involved in several of the school
district’s committees, such as “principal advisory groups or committeeslated by
Central Office.” She traveled with the superintendent and other administ@itasvan
to meet with the Ministry of Education regarding public education policies and
procedures. Hamilton also attended a number of other mandatory engagements, such as

the superintendent’s meetings and the high school principals’ meetings. On one
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occasion, Principal Hamilton had to deal with an incident at her school and missed a good
portion of the high school principals’ meeting. Her supervisor called her, asked where
she had been, and cautioned her not to miss another meeting.

She indicated that staff and students noticed when she was off site, andexkpres
their displeasure at her absence from the buildifig counteract these absences, she
held numerous meetings with student leaders, such as the club presidents, Student
Government Association members, and student athletes. Principal Hamiltorented
on the pressure of numerous time demands on her position, and likened her job to that of
“a juggler.” She went on to explain jokingly that, "one day, you realize one of those ball
is your head. Yes, | work very hard to fit all of it in. There are demands on my job about
being visible in the community and at school events, and attending a wide variety of
things.” She felt that she was a lazy principal, because she arrived attvgexen
o’clock in the morning. She admitted that her "late" arrival was due to hdroame-
commute to work. She explained that she did not arrive home until seven o’clock at
night, even when there were no evening meetings. According to Principdtdtami
other time demands included the time she spent conferring with heaasspistcipal,
problem-solving difficult situations involving students and staff, and preparingdor
school's graduation ceremony.

During Principal Hamilton’s first year at Reading, the principékhe schools
feeding her high school met and talked frequently, but Principal Hamilton was ntt a pa
of these meetings. Instead, as a first-year principal, she was assigeatba principal

with whom she was expected to meet and share issues and concerns. Once sha&complete
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her first year as the principal, she was able to reestablish professakadgv
relationships with her colleagues.

As wonderful as the mentoring program was, Principal Hamilton felt that it
“isolated you from your colleagues. Because if you're spending two houssveeek
having the mentor advise you, you don’t have enough time left to go ask the same
guestion” of your colleagues. In addition, this mentor principal came to her building
every week and stayed at least two hours, which took away from the time she could
devote to her school. She also described having unannounced visits from Centeal Offic
such as representatives from Safety and Security or the RecYyelamg.

Principal Hamilton’s constraints.Principal Hamilton described her biggest
constraint as the “working relationships” with her assistant principalsrtdega
chairpersons, parents, and supervisor. She had one experience with a site-based
management team prior to her principalship at Reading, and that was a “multi-
stakeholder” group of “school administrators, teachers, students, parents, and community
members.” She felt that a site-based management team was a groupabiibhes]
members, and she felt that there needed to be “a lot of consideration givengdotiysnt
a really diverse representation of students and parents” to serve with the gneup. S
believed that there needed to be “some different voices at the table” in order to ge
stakeholders input and have a strong management team.

She concentrated her efforts to improve the leadership team at Reading and
focused on her staff. She felt that the assistant principals and departmer@rsbas at
Reading “worked with a different set of expectations” when focusing omatistnal

leadership. She even described a conversation with a teacher who statealdat “m
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principals were principals and female principals were mothers,” and her respdhe
teacher was “Excuse me!” She explained that staff felt that becausaslaecessible,
she was considered a mother, but she continued to maintain her accessibility.

Dealing with this type of perception required her to prove her qualificatiera
principal and to build relationships with her staff. She stated, “I spend time in
departmental offices, because | want to spend time hearing some things amnfth&o
although, technically, I'm supervising halls or students at lunch, | may drop in some
places for ten minutes.” She felt the need to build capacity among her team and
especially with her leaders and assistant principals. Principal Haméiieal shat her
leaders and assistant principals “have to understand where we're @@ag¢hool].
And they have to not be afraid of it, which of course, they are part of the time.” This
constraint involved building the capacity within her staff and working relatiosstiib
her assistant principals, department chairpersons, and staff.

According to Principal Hamilton, at Reading, the parents’ only involvement was
“to run the concession stand and raise money for athletics.” She further expldined, “I
took me a while to figure out how to work productively with groups of parents and to
actually be able to get them to be partners in working within the school.” She had to
expand the parents’ involvement in other areas of the school community that included
“[the] college fair and mock SAT testing.” The parents “do not support in the main
office or counseling because [they] might see a moment [where a studahnotig
display his or her best conduct].” She further explained that she was able teegé&t par
to support departments by assisting with some paperwork for teachersinilter |

participation of parents in the instructional program caused Principal Hamiltoploryeex
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other ways in which parents can be involved in the school community and instructional
program.

Principal Hamilton's working relationship with her supervisor also served as a
constraint on occasion. She described the relationship as “very supervisoweri i
hierarchical.” She further explained that her supervisor is “devoted to achikging t
performance targets or addressing any problem that landed on the desk.” Her bos
communicates with Principal Hamilton “by email,” and requested informatiema ha
“short turnaround time.” She felt that her supervisor does not have the experience or
knowledge of the job of a high school principal, and other “people outside of the school
building don't really understand that kind of dynamic.”

Principal Hamilton described other constraints, such as financial resantes
management. “l can’t spend over a certain amount of money without asking the Chief
Financial Officer’s office to approve it.” She felt that the school neveriasyé
financial resources. “I'm constrained by what they give me, in the end.” Shedwante
more computers and other technology in the building, but did not have the resources to
purchase the necessary equipment.

The teacher staffing allocation also was “somewhat constrainedube of her
need to hire additional teachers to meet the needs of students. Principal Hahilton f
that principals were bound by the content of the teachers’ contract and theilosseit
cost of living increases and benefits. To her, since the workforce did not recsege ra
that meant that staff was “asked to work under pressure” and to be “held accountable”
improved results in student achievement without what they perceived as fair

compensation. As a result, she felt that staff members were under “enqressisre.”
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She described concerns regarding staff members’ commitment to their jobs and
students. Sick leave was used frequently throughout her building and the school had a
high suspension rate of minority males during Principal Hamilton’s fiest geReading.
“One teacher quit after the first week of school, and [there were] $ewssaquit” either
after the first month or first marking period of a school year. She descrilsbdd s
environment of students and staff with low expectations and questioned whethersea
were providing rigorous instruction.

Principal Hamilton spoke positively about her administration team and described
her team as “very strong.” However, she revealed specific infamttat presented
challenges to the cohesiveness of the team. The school employed foanassist
principals, and the newest member was not “liked” by others according tgo@tinci
Hamilton. Two of her assistant principals were new to the position, and the other two
were “inexperienced.” She stated that they were “very new” to the admiivistr
positions which she later defined as having less than three years of adteistr
experiences. She also noted that the previous principal did not hold weekly leadership
team meetings, and department chairpersons would not attend Principal Hamilton’s
meetings regularly during her first year as principal.

Principal Hamilton also described her school building as a constraint and
explained, “Right now, | don’t have enough space.” She felt that she had “too many
special programs with special needs for space” at her school. She mentionddléhat
the school had classroom portables on campus at one point, they were relocated to

another school. “We don’t have them right now, but we're kind of cramped.” Other
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issues have arisen because Reading was a relatively older school. aha ééed
regularly and she had “gone two months being absolutely not wheelchair accessible.”

Principal Hamilton’s perceptions of instructional demandBrincipal Hamilton
commented that her instructional demands included the oversight of the “entire
instructional program and its delivery.” She explained that she was ahvaksg
about the direction of the school and about “pursuing new programs or taking an existing
program in a different direction.” She felt that this work was not an exceptional or
unusual demand, but rather served as an expected component of “the work” of the
instructional leader of the school.

As part of her role as an instructional leader, she felt the need to stay abreas
the aptitudes and abilities of her teachers. She also made it her job to know which
teachers needed to improve their skills. To this end, Principal Hamilton Steygd
involved with the delivery of instruction in the classroom by conducting classroom
observations and scheduling many conferences with teachers.”

Principal Hamilton also identified relationship building with external stakismsl
as a demand of her position. For example, she encouraged parents to accept shared
responsibility for students and school success. She felt that it was veryantploait
principals were “working with parents to try to make sure that we're both working
together in the best interest of the child and to get the kid the best education
possible...and to actually be able to get them to be partners in working within the

school.”
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Case Four: Ackerman High School and Its Principal

In this section | describe Ackerman High School and its principal, Sharom.Carte
| present the constraints and demands that Principal Carter described asimduner
work.

Ackerman High School.Ackerman High School is located in the center of the
school district. At the time of this study, the population consisted of 2002 students (27%
African-American, 10.4% Asian-American, 33.8% Hispanic, and 28.7% White). At
Ackerman High School, 12.2% of the total population received instruction in ESOL. In
addition, 30.3% of the student population participated in FARMS, and 57% of the student
population had participated in FARMS at one time in their educational experience. The
mobility rate was at 17.7%, student attendance rate was at 94.3%, and the gradeation ra
was at 89.2%.

Ackerman High School offered a Bridge Program; as well as Leafuadgemic
Disabilities, Learning for Independence, and School/Community-Basgdapmns; for its
special education students. Ackerman also provided a Multidisciplinary Eatucati
Training and Support program for ESOL students. The Advanced Placement program
was offered for students who had taken the necessary prerequisite coursestaddava
experience a rigorous program of study. In addition, Ackerman High provided Caree
Pathway Programs such as computer technology and business which are elsttives a
core courses to prepare students for post-secondary work or work experiekeeman
High had met the Adequate Yearly Progress targets since 2005, but struggletittemee
state assessment targets for reading for its ESOL and special edypcgtulations. The

average SAT score was 1514 out of 2400 points. The school had 91.4 classroom
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teachers and 71 supporting services staff. The administrative team consgsted of
principal and four assistant principals. The staff also included eight departme
chairpersons, 24.8 special educators, and 8.5 counselors.

Principal Sharon Carter of Ackerman High SchooSharon Carter, an African
American female who had been principal of Ackerman High School for three afethe
time of the study, was recruited from a nearby school district. Princip&r®ad a
total of nine years of experience as an administrator (three yegstkeatnan, six years
at another high school in a nearby school district, and one year as an assistiqal jptinc
that high school). She taught special education for nine years before advancing to an
administrative position. She held a master’s degree in secondary educatiber a
master’s degree in educational administration, and a doctorate in educatdeasep.
Becoming the principal of Ackerman High SchoalPrincipal Carter had interviewed
for a high school position in Eastland School District before, but she did not accept the
position and decided to remain in a nearby system. She accepted the high school
principalship one year later and began work at Ackerman, a school with a high principal
turnover. Principal Carter was the fifth principal at Ackerman in six yeahe sought to
provide stability and continuity in school policies and procedures by recreatingl sc
pride and civility in her building.

Well-versed in addressing the demands and constraints of the high school
principalship, but new to this school district, she described some challenges during he
first year with staff, parents, and community members who had held positiveyefr
the previous principal. She knew she had to “place her signature” on the school without

tarnishing the reputation of the previous principal, who had been moved to another high
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school by the superintendent. The local newspaper ran articles expoesgirgns about
whether or not Principal Carter could handle a large and diverse school like Ankerma
since she had come from a much smaller school district and high school. From the
beginning of her appointment, she felt she had a lot to prove to her staff, students, and the
local community about her ability to effectively lead the school.
Principal Carter described her leadership style as that of a coachiefed
herself as the head coach who sought to “work with a team with goals.” Shbetksc
her assistant principals as her assistant coaches and explained the neléabfmaton
and the development of “our game plan.” She further described herself as a
“collaborative, visionary and strategic thinker.” She considered herselivierpepen-
minded and did not believe that she was the only one with the answers. “When you look
at what a head coach does, take a football coach, they have somebody that does offense,
somebody that does defense and people who have specialties, you know, they work with
the defensive back, the quarter back, the kickers. The head coach doesn’t khoseall t
things but when you bring it together as a team, you know on game day, we're ready.”
Principal Carter’s perceptions of non-instructional demandgrincipal Carter
identified the non-instructional demands of her position as “management pieces:
To have a safe school — safety deals with not just the building and making sure
everything — your building, the facilities and things like that are safe. You have
snow, you got to make sure everything is safe, the sidewalks are clear ¥bice
got all those kinds of things, but you're also dealing with safety — making sure
that students feel safe in your school. So you’re making sure that you're bully-
free, that the whole drugs and weapons and all of that kind of stuff, and the
discipline, that kids feel safe coming to school and that you have an environment
conducive to instruction. Respect and responsibility are important to learning.
That’s non-instructional, but it ties into instruction. So all the safety piece,

disciplinary, your facilities, and you’re dealing with buses and transpmrtatid
you're dealing with your food services.
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Principal Carter listed many other considerations outside the aredrottims:

In a high school, you're dealing with vendors, you're dealing with graduation,

you’re dealing with trying to get a graduation speaker, | mean, all kindbef ot

demands, and although it's done as a collaborative process so it's not like the
principal works on an island and works alone, but you are responsible for it, and
that's what makes it a demand.

Principal Carter shared that much of her time was spent in meetings thdt she fe
were mandatory. “Maybe things can be delegated, but you just feel the needctar¢éake
of it yourself. A lot of things can be done collaboratively, and there are samgs that
you can delegate pieces of it, but in the end, it falls on the principal.”

Principal Carter’s constraints Although Principal Carter noted a number of
constraints that were similar to those mentioned by the other principals ituthysshe
also noted several factors that helped to counteract the impact of many canstaint
example, she noted that her positive relationship with her supervisor diminished a
number of constraints on her leadership practice that she might have otlelwiShe
viewed him as “supportive,” and stated, "l feel comfortable asking questidrasking
for advice in situations.” Her supervisor established the type of relationshipadat
his principals feel at ease. She expressed that she felt “comfortkinlg ta him and
walking through things and sharing with him [her] thoughts and getting feedback from
him or asking questions.” According to Principal Carter, “While he was dengrit
had high expectations and high standards” for the school and his principals. In her view
this supportive supervisory relationship was a valuable tool in her efforts tesfutige
address all of the constraints and demands that principals must face on a daily basi

Principal Carter also felt that she had a “very good” and “very stra@aglelrship

team, including four assistant principals. She explained that all but of thats
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principals had “a lot of experience.” Furthermore, she felt constraints ooléavere
diminished because her leadership team was “very diverse,” (includiegtpaho were
regularly involved in the monthly parent meetings and who actively served on her
leadership team), and was “very involved in the decision making process for how we
develop programs and policies and procedures.” Team members were “twillng
what it [took] to get the job done.”

While she recognized the strength of her team, she acknowledged thats@acher
the school had “mixed feelings” about the administrative team, largely leechitise
history of turnover of principals. She noted that she faced concerns over leadership by
faculty and staff who voiced their frustrations by asking Principal Cattew‘long are
you going to stay?”

While the above relationships proved helpful in achieving her goals for the
school, Principal Carter noted that her relationship with the school union repriessntat
often proved a challenge. Although her relationship with the union was “getting better,”
she acknowledged the constraints it often created because teachersvevkriseyond
the contract” to support students. As a result, she felt that the “contract tresichers
have limits what we can do for kids.” At the same time, she indicated that the school
union representatives were members of the leadership team, and she considered thei
involvement limited options for teachers that had a negative impact to the scheol. T
union representatives needed a student advocate who was led by a broadly based
coalition of constituents.

Turning to the resource constraints on her work as an instructional leader,

Principal Carter noted that although she had “an adequate school budget,"rsifecefie
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“constraints on how the money” was spent. For example, she noted that she did not have
the autonomy to “hire additional staff members” because of the staffingigasgland
financial restrictions. Additionally, she did not have the flexibility to puseha
technology and other “materials of instruction” to support innovative ideas fedfn st
She felt that teachers were “feeling stressed.” Not only had teachégotten a raise,”
but she was unable to provide incentives and rewards because she had only a “certain
amount of money...to recognize and support” her staff.

Like the other principals in this study, Principal Carter described a nwhber
facility problems that served as constraints on her work as instructiodat.l€dVe have
an older school....We don’t have as many [computer] labs as we would like to have.”
Teachers at Ackerman High School also did not have the work space environment, such
as “seminar rooms,” to provide unique opportunities for learning and academic support.
The school had insufficient classrooms and lacked adequate “space for some of our clubs
like our student government and our newspaper,” to work as a large group. In addition,
Ackerman High School had “mobile units,” or portable classrooms, that Princigal Car
felt “isolate[d] some teachers.”

Principal Carter also mentioned the constraint of not having autonomy to “hire
additional staff members” because of the staffing guidelines and finaesiattions.
The staffing guidelines are based on the projected student enrolimerafg&sthool
District, n.d.), and can be limiting. She stated that the staffing guidelines acidgpoan
be “very restraining, as far as allowing us to think outside the box-- thingseheted to

do for our kids and how we use our staffing and how we use the resources that we have.”
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Principal Carter described these constraints as limitations and res#itttat impacted
how she conducted her work as an instructional leader. .

Principal Carter’s perceptions of instructional demand#®rincipal Carter felt
that “every day relates to instruction because we’re responsible for theiios at this
school.” This broad focus had specific ramifications for her work. For example
Principal Carter viewed requests for meetings with parents, the mediahand ot
members of the community as instructional demands; because she felttthat cer
requests could not be delegated. “Some people just want to see the principal, and dealing
with the press, dealing with some of the community stuff, things that people waat to se
the principal.” While she realized the importance of these interactions, she als
recognized that they often took away from time allotted to oversight of the school
building. Principal Carter also viewed pressures from her supervisor and the school
district as instructional demands, as they sought to ensure that the scheat@emd
meet certain instructional targets.

Generally, Carter identified instructional demands as “what’s happening in
classrooms” and her work as that of “working with the leadership team of the school.”
She felt that meeting these instructional demands entailed “making sujt@¢hethool's
operations are] all fully functional, [and her role as] ultimately being reggerier it
all.”

She also noted the importance of “getting in classrooms as much as you can,
being visible, overseeing and making sure your scheduling is done properly.” She
asserted that principals must know “what’s happening in the classrooms, whetavi

do to increase student achievement, looking at your data and how to make decisions that
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relate to instruction, and what needs to be done.” She identified these respiessisilit
demands because of the pressure that is placed on high school principals to produce a
certain level of academic achievement. “Some of that’s outside pressiseraa of it's

just your own personal pressure because you want your school to be the best, you want
your kids to have the best, and you want students to be prepared for whatever it is that

they want to do outside of school.”

Summary
In Chapter 4, | presented the findings that addressed the first two research

guestions:

1. What do high school principals describe as the instructional and non-
instructional demands of their jobs?
2. What do high school principals describe as job constraints that have an impact

on instruction?

The chapter presented data collected from four high school principals with different
backgrounds and experiences, who worked at schools with dissimilar student
demographics, staff, and programs. .

Data from interviews with the four high school principals in Eastland School
District revealed a number of constraints on their ability to fulfill theies as
instructional leaders. Rosemary Stewart (1982) described constraitiie agtent to
which the work to be done by the manager’s unit is defined or the factors thathiatit w

the jobholder can do.” She specifically provided a summary of the common constraints

(p. 5):
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e Resource constraints, including buildings,

e Legal and trade union constraints,

e Technological limitations of equipment and process,

e Physical location,

e Organizational policies and procedures, and

¢ Attitudes that influence what actions other people will accept or tolerate.

Following Stewart’s (1982) work, in this chapter | described the constraint
created by (a) the physical location of the school building; and (b) organizatiora ol
and procedures (pertaining to students, staff, and educational programs). Begend th
two sets of constraints, the four high school principals described additional cosstraint
that have an impact on instruction. Table 5 summarizes the constraints notediooy the
high school principals.
Summary of instructional and non-instructional demands After interviewing

the four high school principals in Eastland School District about the demands and
constraints that impact their work as instructional leaders, | found eeidleatall of the
principals faced demands from different stakeholders. Stewart (1982pddstemands
as “having to do certain kinds of work, and the overall satisfying of certagmiarit She
summarized different kinds of demands as including:

e Overall meeting minimum criteria of performance, and

e Doing certain kinds of work, such as the extent to which personal

involvement is required in the unit’'s work, who must be contacted and the

difficulty of the work relationship, contacts’ power to enforce their
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expectations, bureaucratic procedures that cannot be ignored or delegated,
and meetings that must be attended. (p. 3)

In Eastland School District, the job description for a high school principal reads as
follows: the principal “is responsible for administering and supervisingothédchool
program and providing educational leadership for the students and staff members
consistent with the educational goals of the community. Functions of positions in the
classification vary and include establishing a climate conducive tongahefining
roles, planning and coordinating programs, effecting change, and decisiamgfnaki
(Eastland School District, n.d.).

In my efforts to address Research Question #1: What do high school principals
describe as the instructional and non-instructional demands of their jobs? | first
examined the non-instructional demands that the four principals felt affectedianie
as instructional leaders. These demands are summarized in Table 6 below. These
demands are aligned with the findings from the study of Pounder and Merrill (2001). The
data will be analyzed across the four case studies in Chapter 5.

This inquiry also examined the instructional demands perceived by the four
principals. Each of the principals described a number of such demands that sitipifica
impacted their ability to fulfill their roles as instructional leaders.ifi@sponses are
summarized in Table 7. In the right hand column of this table I listed the specific
dimensions of the Maryland Instructional Framework that aligned with each of the

instructional demands identified by the principals.
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Summary of Principals’ Perceptions of Constraints

Principals’ Perceptions of Constraints

Principal
Washington Anderson Hamilton

Principal Principal Principal

Carter

Overcrowding of school and portables;
student enrollment

Staffing allocations and formulas to
staff schools

Grant funding and MSDE funds to
support programs

Facility issues and concerns
Technology in the building

Only have 4 years to make a difference
in a student’s life

Working with supervisor; knowledge or
experience of high schools

Financial resources to purchase
instructional materials/insufficient
Strict guidelines for purchasing
instructional materials, furniture,
computers, etc.

Meetings and working relationship
with union representatives in school
Teacher Contract and duty day
Number of assistant
principals/knowledge and experience
Job performance of department
chairpersons

Parental involvement in school
activities

Contract issues regarding raises, benefits
and responsibilities

Providing stability to a school with a
high principal turnover

New staff in key positions

Increased use of technology and
replacing basic of teaching / limited
instructional strategies

Lack of principal involvement in initial
screening / hiring of teacher candidates.
(Central Office staff hire teachers)

X X X X

X X X X

X X
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Table 6

Summary of Principals’ Perceptions of Non-instructional Demands

Principals’ Perceptions of Non- Principal Principal Principal  Principal
instructional Demands Washington Anderson  Hamilton Carter
Time — many meetings including X X X X

meetings with stakeholders and
participation in committees

Final decisions regarding complaints X X X X
and issues

Difficult conversations about X X X X
performance of non-teaching staff

Building relationship with supervisor X X X X
Making people feel good X

Having to clean up someone’s X X X
mistakes

School events including athletics X X X
School facilities; maintaining a clean X X X X

building; resolving issues such as
overheating, toilet paper, Xerox
machines, furniture in offices

Creating own Professional X

Development Plan

Staff grievances and complaints; X X

parent complaints

Personal and Family demands such as X X X
appts, events, meetings, etc.

Gossip; incorrect information and X

miscommunication among

stakeholders

Working behind the scenes to X
accomplish program or goal

Visibility in halls, offices, cafeteria, X X X X
etc.

Seasonal events such as registration and X

graduation

Responding to emails and phone X X
messages

School safety and food services X
Dealing with budgets X
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Table 7
Summary of Principals’ Perceptions of Instructional Demands with MILF Standards

MILF: Maryland Instructional Leadership Framework: 1 — Facilitatedtheslopment of

a school vision; 2 — Align all aspects of a school culture to student and adult learning; 3 —
Monitor the alignment of curriculum, instruction, and assessment; 4 — Improve
instructional practices through the purposeful observation and evaluation of te&chers;
Ensure the regular integration of appropriate assessments into dailgatassr

instruction; 6 — Use technology and multiple sources of data to improve classroom
instruction; 7 — Provide staff with focused, sustained, research-based professiona
development; and 8 — Engage all community stakeholdershared responsibility for

student and school success.

Principals’ Perceptions of Principal Principal  Principal Principal MILF
Instructional Demands Washington Anderson Hamilton Carter

Hiring staff X X X X 1,2, 4
Teaching X X 1,3
assignments/Master

Schedule

School climate; build so X X X 2
people want to come to work

and school

Student performance X X X X 2,3

achievement including
pressure from supervisor
and state and national

assessments

Student behavior X X 1,2
Owning everything X X X

Difficult conversations with X X X X 2,4,7
staff about work performance

Observations and X X X 4,7
Evaluations

Meeting system’s targets and X X X X 1,3,6
monitoring work from

supervisor

Working with stakeholders — X X X X 8
parents, students

Teachers teaching and X X 6,7

utilizing technology and data
to inform instruction and to
maintain communication with
students and parents
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These findings provide insight into their perceptions of the demands and
constraints the principals face, in their positions, on a daily basis. Despitef¢ihhendiés
in these principals' background, experience, and school environment, their schools all
maintained high levels of student achievement under the leadership of these inglividual
yet faced uncommon non-instructional demands and constraints. The next chapter
details a cross-case analysis of these findings that will provide fimgight into each
principal’s perceptions of the demands and constraints that led to the principal’schoice

to focus on instructional leadership.
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Chapter 5. Cross-Case Analysis of High School Pranpals’
Perceptions

The previous chapter provided a within-case analysis of the findings and
responded to the first two research question examined in this inquiry:
1. What do high school principals describe as the instructional and non-
instructional demands of their jobs?
2. What do high school principals describe as job constraints that have an impact
on instruction?
Chapter 5 responds to the third research question addressed in this study:
3. Inlight of these demands and constraints, what do high school principals
choose to do in order to focus on instructional leadership?
In the response to this question, | defined “instructional leadership”iassatiiat meet
the outcomes specified as “evidence of practice” by the Maryland Statetiidepgof
Education's (2005) Instructional Leadership Framework (MILF).
This chapter presents the findings of the cross-case analysis of {yenstri
recorded interviews with the four high school principals participating isttigdy. In this
analysis, | compared the strategies that the principals adopted to mthetafocus on
instructional leadership, in spite of the demands and constraints of their jobs. |
considered how their responses reflected “the work to be done” (Stewart, 1982), and then

categorized their responses as evidence of practices associated witineata of
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MILF. Lastly, | analyzed their responses to consider how they reflectedaBand

Deal’s (2008) human resources, structural, political, or symbolic frameadwrkhip.

Cross-Case Analysis of High School Principal's Perceptions

Chapter 5 is organized into two sections. In the first section, | describainesfr
that each of the four high school principals adopted, when focusing on aspects of
instructional leadership, associated with the MIlLdretail specific choices they made to
place a particular emphasis on this area of their work. The study revediexirbog
similarities, and notable differences among the four high school prindymaisver,
each of the principals described distributed leadership as a strategy pleat thelm to
focus on instruction. In addition, the principals shared core beliefs, or visionslas|ea
which led to their choices to focus on instruction. In the last section of this chapter, |
summarize all of the strategies adopted by the four high school principalsgpatted
their focus on instruction. The summary presents the various commonalities among the
principals, which included their shared employment of a distributed leadersieip styl
A Four-Frame Model of Leadership

The principal’s responses to instructional leadership are categorizedaasea fr
from Bolman and Deal’s (2008) model. Each frame is described as structural, human
resources, political, and symbolic leadership.

Structural leadership. The structural frame, as defined by Bolman and Deal
(2008), draws attention to the importance of leadership practices that enhanesitthe cl
of defined roles and responsibilities. Leadership practices focusing on sutiratruc
concerns and emphasize strategies like communicating, realigning, agatiaimey

formal patterns and policies (see Appendix G). Leadership practices focused on t
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structural aspects of organizations emphasize the use of rules; focusfgimglevies,
goals, policies, technology; and consider environmental influences (see Apgéndix

All four of the high school principals spoke about the importance of structural
leadership in their work. Each principal noted the importance of articukatisgon for
their school and of monitoring the instructional program--both key dimensions of
instructional leadership in the MILF. The MILF suggests that the development of a
school vision requires that principals develop processes that ensure all staffeand ot
stakeholders can articulate the vision and all resources are aligned to duppioh
(Maryland State Department of Education, 2005). As | outline in the next sectioh, all
the principals in this study spoke about the importance of developing a vision to support
their school community and working with many stakeholders such as the assistant
principals, leadership team members, staff, students, and parents. Within #heffram
structural leadership, | reference the use of distributed leadershiplfrohthe
principals and the careful use of the principals’ work schedule and time.

A clear vision All four principals described how they worked with staff and other
stakeholders to create a school vision that focused on academic achievemermachhey
did so by aligning resources and developing structures to support their schami'$orisi
enhancing student achievement. Each principal talked about the importance of
redesigning the roles and responsibilities of staff so that they focusedtarctional
leadership.

At the same time, all four principals were very aware of their own respatnssbil
as school leaders. They each noted that principals must be responsible for eaatf aspe

the school's operation. Ultimately, principals are responsible for everythimgipgl
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Anderson expounded to say, "You own the trash in the parking lot.” Principal Carter
agreed, and described this responsibility as owning "the whole sheban@é saine

time she was clear that she chose to “make instruction a focus and to maketsure tha
vision is known throughout the school." Carter indicated that everything that she did was
aligned with the instructional focus of the school, and that her role as leaderdehatre

she ensure that school faculty and staff recognize that "[the work] we dalatithe

vision [of the school]" to serve the learning needs of students. .

Two other principals took similar stances toward the importance of practgng t
structural aspects of instructional leadership. Principal Washington, impéxa
described taking risks in order to create a school vision and putting structuraseinl
further that vision. He explained, “If you're going to take a risk, you gogtodiout,
Okay, what am | going to do to make sure we do this the right way” in meeting the
vision of the school as a place that enhanced student learning. Principal Haragton w
also explicit in focusing on the structural aspects of instructional leapegie noted
that her vision was to create a “climate for learning,” and that it was hetgjobake
sure that [everyone was] staying focused.” She sought to ensure that everyaheawa
about the direction in which the school needed to go to improve student achievement.
Hamilton felt that she was responsible for “oversee[ing] the entire itistmatprogram
and its delivery.”

In summary, detailed analysis confirmed that the principals in this stey w
very aware of their own role and responsibility in promoting instructional Isiiger
Also, principals articulated a vision for their work as an instructional leattethe

development of a school vision is an outcome of MILF. As | describe in the next section,
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they viewed their own instructional leadership as distributing the work of instratt
leadership to other members of the school leadership team.

Administrative team and distributed leadershiédll four principals
acknowledged that they relied upon their administrative and leadership teams §s addre
instructional issues. Typically, their administrative teams coulsssikely of their
assistant principals. Their leadership teams, however, consisted of thosesiadtors,
along with department chairpersons, staff development teachers, anddseéeetds and
students. All four principals also required their Business Administratorsve a&
members of the administrative and leadership teams. In each case, thmlsrietied
upon these teams to assist them with the overall supervision and management of their
schools.

Interviews revealed commonalities in how all four principals described their
working relationships with their administrative teams, or their “A TéaBisilarities
also emerged in the way that all four principals described the roles ands#sities of
their “A Teams,” and in the structures they created to ensure that whe $apported the
instructional focus of their schools.

Principal Anderson acknowledged that she "delegated a lot” to her administrative
team. Both Principal Carter and Principal Hamilton described using abocdtave
process" while working with their administrative teams. Both recognimddecause
principals cannot work "on an island," they must foster distributed leadensbuygh
enhancing the work with their administrative teams. Principal Carter usautta
analogy to describe her administrative team. She was "the head aratlas the head

coach she was responsible for ensuring that the "assistant coachbsd fil&ir
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responsibilities. She worked individually with her assistant principals Byitigethem

to problem solve." However, Principal Carter also noted that she speciéoallyed

that there were many days when she provided no coaching or assistance artiredfowe
assistant principals to function independently. All four principals described pogtant
role that the administrative team played in their efforts to focus on instruatibn a
explained that all key tasks are “shared” among the team members.

Interviews also revealed commonalities in all four principals' approaches t
assigning duties and responsibilities to their assistant principals. Ednehpyincipals
provided leadership experiences for their assistant principals bjpudlistg to them
certain managerial and supervisory responsibilities of the school. Thepphnci
carefully developed the roles and responsibilities for their administtatwve members
based on their background, experiences, and the specific goals establishel thoe bot
assistant principals and the school.

Principal Anderson assigned supervisory responsibilities to her assistant
principals on a rotational cycle of three to four years. Anderson sharesthéhlatlieved
this approach would cultivate a positive working relationship and foster continuity in the
monitoring department goals. She assigned departmental supervisory respessil
her assistant principals based on either their teaching experienceetiedrtd continue
with the current working relationship with teachers, or an interest to irectleais skills
and knowledge of a particular department.

Principal Carter described the supervisory responsibilities as a Uhear
structure,” where her assistant principals "worked directly with thertohegat

chairpersons, who worked directly with the teachers.” She divided the adriirestra
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responsibilities "based on [her] administrative strengths and based on esgetieat
[the assistant principals] need based on their goals and aspirations.” Tlygafsinc
viewed the supervision of departments, including the observation of teachers as the
responsibility of the assistant principals.

All four principals acknowledged that assistant principals took on additional
responsibilities outside of the general supervision of their departments. Rrincipa
Anderson, for example, expected the assistant principals to attend the deartment
Professional Learning Communities, where staff members analyzed sfatkaind
shared best practices regarding instructional strategies. Principhington specifically
mentioned that his assistant principals were responsible for disciplimeg téstch duty,
community events and meetings, athletics, and other managerial resporssibilitie
necessary to the successful operation of the school. .

To ensure that the assistant principals received the support they needed to meet
their responsibilities, all four high school principals met regularly withr #esistant
principals. Principal Anderson explained that the A team meetings seraed as
professional learning community where “members participate in a ncate¢hneg”
environment. Each of the four high school principals met with their A team weekly, and
these meeting usually occurred after school.

Despite the similarities in meeting frequency, the facilitation of &ramd
agenda for these A Team meetings differed significantly. Since Prirfano@rson
preferred her A team meetings to be “pretty informal,” they did not use agendas, and
topics were presented for the first time during the meeting. ConverselyipBrinc

Washington encouraged members on his A Team to submit topics prior to the meeting s
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that they could be included on the team meeting agenda. Despite these difféhences
structure of the A Team meetings commonly consisted of reviewingeeabservations;
discussing student discipline; planning parent meetings, school events ariskgcéind
preparing for upcoming county-wide training sessions and meetings.

This work with the assistant principals coincides with the MILF outcomes that
encourage school leaders to align all aspects of school culture to student and adult
learning, improving instructional practices through the purposeful observation and
evaluation of teachers, and engaging all community stakeholders in a shared
responsibility for student and school success (Maryland State Department afi&uuc
2005). Depending on the agenda topic, Principal Washington invited additional
participants; such as his business manager, building service manager, smackre
officer, security team leader, guidance department chairperson, speciati@alu
department chairperson, English Speaker of Other Languages (ESOltjramyar
chairperson, staff development teacher, and athletic director.

Principal Washington was the only principal who spoke about additional A Team
meetings, which occurred after the students' lunch. During that time, he and his
administrative team ate lunch together and conducted “a little businessadnkitted
that he scheduled these meetings in order to eat lunch, because otherwise, he aften woul
miss the meal altogether.

In summary, my analysis revealed that the principals in this study disttibute
leadership among the administrative team members and establisheddddaed roles
and responsibilities for the administrative team that supported the principals'dio

instruction and the successful operation of the schools. As a part of the school culture of
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student and adult learning, MILF suggests “opportunities for leadership and catitadoor
decision making distributed among stakeholders, especially teacheryldihBtate
Department of Education, p.9). Distributed leadership plays a major role of a agi sc
principal and the work with the administrative and leadership teams. The A Team
meetings provide an opportunity for communication and problem solving and served as a
forum for building relationships and trust. Although the structures of the meetings
differed at each school (formal or informal meetings), each principal @adithis A
Team’s work as an important component of instructional leadership. In the next,sec
the principals shared another approach to distributing the work of instructictheidieg

to the school leadership team of administrators, department chairperson, and other
leaders.

Leadership teamAn analysis of the data suggested that three of the high school
principals discussed an effective school leadership team, which is the secamieootc
the MILF. Specifically, this outcome identifies the behaviors of a succéssaful which
include continuous improvement, opportunities for leadership, collaboration, and a
professionally learning community (Maryland State Department of Educ&005). All
of the principals stated that they had an effective school leadership teanepnd t
described the team as the Instructional Leadership Team (ILT)

The four high school principals identified their ILT as “the leaders of school
building.” The teams were comprised of the principal, assistant principalstrdept
chairpersons, and on occasion, a few parents and students. Three of the principals met

with their ILT once a week after school. Principal Anderson was the only piiticgia
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met with her team during “a common planning time” of the day. Attendance atdET
mandatory.

Commonalities among the four principals emerged in the way that they each
described the ILT as a vehicle for monitoring student achievement and discuagsig
to meet the system’s and state’s targets. All four principals alsaiegglthat their work
with ILT involved analysis of teaching and learning in the classrooms. The witirk of
corresponds with the MILF component of aligning all aspects of a school culture to
student and adult learning; monitoring the alignment of curriculum, instruction, and
assessment; improving instructional practices through the purposeful olusearati
evaluation of teachers; ensuring the regular integration of appropriatenassessto
daily classroom instruction; providing staff with focused, sustained, reseaset-ba
professional development; and engaging all community stakeholders in a shared
responsibility for student and school success.

Each principal provided a synopsis of the work of their ILT. Principal Anderson
explained that her ILT developed and monitored the action steps on the School
Improvement Plan that addressed the system’s and state’s targets.adtmas teams
included staff and parents, who participated in walkthroughs to monitor progressg towar
the objectives on the School Improvement Plan. Principal Anderson scheduled
departmental walkthroughs, and the department chairperson and staff development
teacher created specific items that they should look for during theiramdasseviews.

The teams presented their findings to the department and the ILT, which therednalyz
student data and data collected during the walkthrough to make recommendations for

improvement in classroom instruction.
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Principal Carter and her ILT also placed a significant focus on their School
Improvement Plan, which made “instruction a priority” and let the entire school know
that “this is the vision” of the assistant principals' and department crensemwork.

They collaborated in small groups to focus on improving the instructional progrdm, suc

as encouraging enhanced student performance on the Scholastic AptitudTgst (S

and in advanced level and advanced placement courses. Carter and her team conducted
instructional walkthroughs with specific "look fors."

Principal Hamilton created a professional learning community for heryLT b
teaching them how to analyze data. She scheduled sessions in the computer lab where
the department chairpersons were required to analyze and interpreefraitment data
with the ILT. She required the members of the leadership team to read jonadiéssi
books, and she taught them "how to use data" to make informed decisions. Her vision
was to create a "climate for learning," which meant that all tedted to be involved in
some sort of professional development opportunity.

Principal Hamilton participated in walkthroughs with her ILT members and
encouraged them to focus on the delivery of instruction in the classroom. She also
personally conducted administrative walkthroughs at the beginning of the selaotby
make sure instruction was at an acceptable level.

Principal Washington made sure that his ILT talked about instruction and
classroom observations. He explained that he instituted these discussions, “S8kewe m
sure we get in [classrooms], and that [the leadership team] meeting does nonfacys
management issues.” He further explained that he handled management and ingtructiona

issues by allotting a few minutes on the agenda each meeting to discugsmeamia



116

issues, such as “tardy students.” He used an index card strategy to caofuteeak
issues and scheduled a different meeting to discuss management. He ackrmbthkgdge
during ILT meetings, the group analyzed “equitable classroom practidedassroom
observations.” He provided opportunities for ILT members to discuss teacher
performance issues with classroom instruction and classroom management.

In summary, these principals established a leadership team and reguldigmee
times to analyze data on teaching and learning to facilitate the schoo$focu
instruction. Their ILT meetings provide opportunities for communication and problem
solving with a group of content experts, such as department chairperson and other
stakeholders with different perspectives. Creating an effective school lepdeesn is
a part of the alignment of the school culture to student and adult learning (MILF, 2005).
The principals used the structures of the meetings to monitor the vision of the school,
instructional programs, and student and teacher performance. In order to meet #ith the
team and ILT on a consistent basis, these principals designated structurasl éimvay
to focus on instructional leadership.

Structured time Each principal identified demands on their time as a significant
challenge of their position as a school leader. The principals adopted vargiegiss to
address these demands on their time and ensure that they had the leewaysdatidres
personal and professional priorities. However, they all agreed on the importance of
structuring their time to meet the myriad demands of their jobs as instrudgadats.

Principal Anderson, for example, commented that the role of a high school
principal can be consuming, and she established parameters for doing her job. She felt

that balance is very important in the role of high school principal and "that you need to
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remember that this is your job, and your job shouldn't be your life." She conghtleaite
by not having this balance in your life, "you're shortchanging everyone yauewalk in
the door of the school building."

Principal Hamilton likened her job to that of a juggler. She worked hard to
complete the tasks for the day, while meeting the demands from the community,sstudent
and staff. She scheduled activities involving instruction during the school hours and
scheduled meetings after school hours. She spent her afternoons and evenings
responding to and sending email messages. The principal’s work day extends beyond a
typical eight hour work day and the principals need to accommodate these work
schedules with not only personal but professional responsibilities. Principals must
schedule work tasks to occur after school hours, but they must utilize the school day to
accomplish the work that is related to teaching and learning.

Principal Carter felt that a greater demand of her job is to schedule time to
oversee classroom instruction. Carter prioritized her involvement witkuétisin by
scheduling “two days a week” to leave her office and do instructional things such as
visiting classrooms. She would reflect on the needs of an ineffective t@achéren
design the supports and feedback necessary to improve the skills of that teacher. She
utilized her secretary to schedule these observations, and asked that she makeghem a
priority. Principal Carter's motto was, “l work from can to can’t. Can ismya start
in the morning. You start out very able. And then ‘can’t’ is when you're just too tired
and can't go any further. Then you must go home.” She used the day to work with
students, teachers, and parents, and used the “quiet time in the evening when everybody’s

gone to handle the paperwork.” These are examples of how a principal schedules her ti
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to complete the work, but she relies on her secretary to play an instrumental role i
scheduling this time. Also, the principal has the flexibility to begin her day ieate
morning and if necessary, stay late to accomplish additional tasks. As denmastheg
job of the principal can be, principals have to maintain a balance of work hours and
personal commitment and responsibilities.

Like the other three informants, Principal Washington established paramete
about how he allotted his time. He clearly delineated that he was “not going tngsaeet
that start[ed] at four o’clock,” because his work day began as earliwadHirty to five
forty-five, which is a very long day,” and he tried to leave work at four thirty. eBoms
he had to manage evening events and activities, but he stressed that “there has¢o be som
balance.” He carefully planned his schedule with his secretary. Acgdalin
Washington, principals “have to create those situations where we force someone t
balance,” because “otherwise, [the job will] be all-consuming.”

Establishing a designated time to visit classroom to conduct observationstwas y
another strategy that the high school principals adopted to support their focus on
instruction. The principals rarely found enough hours in the day to complete the many
tasks and responsibilities of their role as principal. These principals usetistd time
to monitor the vision of the school, instructional programs, and student and teacher
performances, as well as complete paperwork. These strategresdalgh the
following MILF outcomes:

o facilitate the development of a school vision;

e align all aspects of a school culture to student and adult learning;

e monitor the alignment of curriculum, instruction, and assessment; and
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e improve instructional practices through the purposeful observation and
evaluation of teachers.
Although there is no mention of structured time in MILF, a principal who is an
instructional leader allocates time in the daily schedule devoted to instraigbractices.
In the next section, | describe the principals’ views of the role of departim@npersons
in prioritizing instructional leadership within the school.

Department chairpersongill four high school principals discussed the
important role that their department chairpersons played in monitorinjgheant of
curriculum, instruction, and assessment. They described the department sbas jaer
the “experts” in the content area and “instructional leaders” of their degradnThey
and the assistant principals worked together to improve instructional practiceghthrou
the purposeful observation of teachers in their areas. This practice represented a
distribution of leadership among the assistant principals and department rsoaispe
The principals stressed the importance of hiring very competent depadmagpiersons
to lead departments and serve on ILTs. They also described the roles and rdisigsnsibi
of the department chairperson that helped them to focus on the alignment of cugriculum
instruction, and assessment; examine instructional practices through thesfuirpos
observation and evaluation of teachers; ensure the regular integration of appropria
assessments into daily classroom instruction; utilize technology and mstiyiees of
data; and provide opportunities for professional development. All four principals
explained that they interviewed and hired every department chairperson persordhlly
outlined clear expectations for them in their roles as instructional |efadeneir

departments.
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Principal Anderson described the necessity of “hiring people who you know are
going to accomplish what you want to see accomplished for students.” Since the
department chairperson serves on the ILT and must demonstrate “leadersgip in t
content area,” Principal Anderson interviewed and hired every department cairper
her school. Regardless of the time constraints, Anderson saw her involvememigin hiri
every department chairperson as critical to the fulfillment of her schoohwasid the
establishment of clear expectations. Her expectations for the positioowtined in
the job description for the department chairpersons, and their duties includgithgss
and supporting the teachers with the implementation of curriculum, providing resources
such as textbooks and instructional materials, administering of summativenasses
observing the classroom teachers, and providing feedback about the teaching amgl learni
(Eastland School District, n.d.). Principal Anderson described the department
chairperson as the primary person responsible for monitoring the integration of
assessments into daily classroom instruction, ensuring that the teaolievgéfl] the
curriculum,” and working with the teachers to “develop and administer assetssim

Principal Carter emphasized the need to have specific roles and respa@ssibilit
for the department chairperson in order to implement the school vision. She described
department chairpersons as “instructional leaders.” She furthet statehe role of the
department chairperson is “to make instruction a focus, and to make sure that vision is
known throughout the school.” In a later interview, she also described the department
chairpersons as “pseudo administrators for the department.” She felt thes&aye

positions” that helped high school principals accomplish their work as instrdctiona
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leaders, and believed that the department chairpersons knew the contenterr¢aanet
the administrator or principal. The chairpersons were the “experts of thetsubjer.”

Principal Carter felt that hiring the right person for the position of the departme
chairperson provided an additional staff person qualified to monitor the instruction w
the school building. Carter explained, “I don’t want [department chairpersons]ehat ar
just managers of their departments, but are instructional leaders in thetnoega So
the choice is to make instruction a focus, and to make sure that vision is known
throughout the school.” She required an “observation schedule” of teachers and
department “meeting agendas” from the department chairpersons, as a vayttos m
their work as instructional leaders.

Principal Washington's description of the importance of department clsanger
and their roles aligned with Principal Carter's views, but they statethédratwas “no
formalized training for them.” He shared the job description with the department
chairperson and discussed the need for them to be instructional leaders. As he built the
capacity of his department chairpersons, he “empowered” them to do the work as
instructional leaders and gave them specific duties to support the school vision and
programs. He held the department chairpersons accountable for observing aidgrovi
feedback about classroom instruction and doing the work as outlined in the job
description.

In Eastland School District, the department chairperson must have a master’s
degree or equivalency in the subject, a minimum of three years of successhdary
teaching experience, and a standard or satisfactory rating on the most vateatto.

The position of department chairperson can be a prerequisite for future actarssn
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the school system as a way of gaining leadership experience, ansttivé cbnducts a
different evaluation for a department chairperson as indicated by thesofiptien and
evaluation tool for department chairpersons According to the school system’s
performance standard for department chairperson, individuals must deneotinstta
they are “committed to student and staff through effective school and deptartme
leadership” (Eastland School District, n.d.)

According to Eastland School District (n.d.), the position of department
chairperson is responsible for the following:

o “Assisting teachers in new instructional strategies, classroom orgjaniza

and management;

. Apprising teachers of curriculum changes and requirements in specific
field(s);
o Providing strategies and implements programs/practices for improving

student achievement and school climate;
) Meeting frequently with school administrators on instructional issues;
o Working with administration and the department/subject field(s) to

prepare students for examinations and standardized tests;

o Ensuring implementation of approved and new curriculum;

. Collaborating with other department/grade level teachers;

o Fostering cooperative relationships within department/school;

. Participating in the planning and implementation of staff development

activities;
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Observing instructional formally and informally and writes observation
reports for inclusion in teacher evaluation summaries;

Analyzing data to help teachers improve areas of instruction;
Participating in the design and implementation of the local school
improvement plan;

Servings as an active participant in Leadership Team or Instructional
Council meetings as needed;

Dialoguing with consulting teachers and mentors assigned to teachers
within the department/subject field(s);

Working with the administration, school finance staff, and teachers to
order and distribute instructional materials;

Managing the departmental/subject field(s) budget;

Developing master schedule for assigned courses in collaboration with
school administrators;

Assisting counselors and others in determining best placements for
students;

Assisting with hiring of new teachers and other staff where appropriate;
Assisting school secretarial staff with classroom coverage in enwrge
situations;

Attending appropriate central-office and school meetings, works with
subject coordinators and shares information with department/subject
fields(s) teachers;

Holding departmental meetings as needed; and
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o Participating in student/teacher or parent/teacher conferences ad’neede
(Eastland School District n.d).

My analysis suggested that the principals in the study were very awéaigrof t
role of hiring department chairpersons and of the importance of employinutisdki
leadership in the monitoring the classroom teacher, curriculum, and instruction. The
principals also acknowledged their own role and responsibility in promoting instraict
leadership. Each respondent worked with department chairpersons to monitor the vision
of the school, instructional programs, and student and teacher performances, with the
assistance of their assistant principals. These strategies alighatenollowing MILF
outcomes:

o facilitate the development of a school vision;

e align all aspects of a school culture to student and adult learning;

e monitor the alignment of curriculum, instruction, and assessment;

e improve instructional practices through the purposeful observation and

evaluation of teachers; and

e engage all community stakeholders in a shared responsibility for student and

school success.
In the next section, the principals described their own instructional leadeyship b
structuring the work of the classroom teachers, parents and students.

Classroom teachersThe four principals described how they work with assistant
principals and department chairpersons to create a focus on teaching amng ieatme
classroom. The classroom teacher really makes the difference in sttitiemement,

and the principals described their efforts to achieve the goal of having highlyeguali
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teachers in every classroom and using effective instructional steategieeet the needs
of all students. Each respondent discussed the importance of the role and respnsibiliti
of classroom teachers.

The four principals were aware of their responsibilities in the processraj hir
classroom teachers, and they stressed the importance of hiring thenblegatesfor their
students; however, not all of the principals conducted the interviews of the classroom
teachers themselves. Many of them delegated that responsibility teitargrincipal
and department chairperson. Principal Anderson, however, interviewed the nadjority
the classroom teachers in her building and stressed the importance of ‘teiaicigers
and seeing the teachers establish a “certain tone” and create opportunfsasdfent
engagement.” She structured the time to interview many of her classaohets, which
was a very important task in her eyes.

All four principals stressed the importance of establishing clearly define
expectations for the classroom teachers, and each principal emphasizad certa
instructional strategies for all of their teachers based on the Schoolvienpent Plan.
Principal Hamilton worked with her ILT to stress the importance of havingy‘dalil
mastery objective, [an] agenda, and homework assignments” in every clasSbem.
wanted her teachers to have an “understanding of certain educational pedagbgy or
we’re really emphasizing, or how much writing” is being taught in the classroom
Principal Hamilton shared these expectations with her teachers and theeflLT t
monitored teacher progress in meeting the expectations. Professional development
trainings were offered to any teachers who needed additional support and guedance t

fulfilling assigned tasks.
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Principal Carter indicated that her desire was to increase the numbaieftstin
advanced level courses and explained that, to accomplish this goal, all classcimrstea
had to become familiar with “equitable classroom strategies” and “wovkithgtheir]
varied populations.” To increase her enroliment in Advanced Placement (AP) courses
Principal Carter began by tackling the recommendation process, supports in 8é€scour
scheduling of AP classes, and teacher assignments. Her philosophy about student
achievement and the vision of the school was to “move [her] kids forward” to college or
the workforce and prepare them to be successful. She too had to monitor the work of the
classroom teachers and relied upon her assistant principal and departmpetsiraio
support her vision by observing the classroom teacher and recommending professional
development.

Principal Washington mentioned the importance of “his students receiv[ing] the
type of instruction that they need” from his teachers. He referred to ttagqgy as
“sound instructional practice.” He too monitored the classroom instruction with the
assistance of his assistant principals and department chairpersons. Agsineed to
know the academic performance of their students and plan accordingly as gtated b
Principal Washington. Also, principals must provide careful monitoring of the
instruction and effective feedback to teachers to help guide their pedagogy

All four the principals mentioned the importance of providing the resources and
professional development opportunities for classroom teachers to be successful.
principals explained that the staff development teacher played a vital rbke in t

classroom teachers' professional growth, because the staff developmedtasea
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mentor, coach, and support person to the teachers and aided them in meeting these goals
and expectations.

The four principals all described the creative approaches they used mgstaffi
make up for insufficient staffing allocations. Reallocating staff pronedher strategic
choice that two principals employed to prioritize instruction. Changes fingtaf
included the restructuring of positions and the redesign of the mission of lepders
teams. Each of these tactics were designed to support the vision of the schadeincre
the human resources available within the school, and avoid the loss of teaching positions.
Principal Anderson, for example, wanted to align resources to support her vishar f
school. She traded in 1.5 teachers for another assistant principal and a paraebfucator.
doing so, she was able to expand her administrative team and delegate supervisory
responsibilities to the new assistant principal. In addition, the new paraeduaator
hired to provide additional support to her students. She built her school based on her
vision for student learning and put a number of structures into place to fulfill #ha vi
Being a visionary is helpful as a high school principal, and it is necessary tospihgses
skills to be creative to fully implement a vision. She worked around the cons#maghts
realigned duties and responsibilities to meet the needs of her school.

Principal Washington had the vision of creating a position in his building to
support student performance on the many state and local assessments. He took a
department chairperson position and realigned the responsibilities to anothiendapa
chairperson, which freed up that person to become the "Program Assessment
Coordinator.” He felt he could justify this newly created position because lidd$to

be done and that's what we did. | was being creative about it." This creatoxiged
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job opportunities for staff and, in some cases, job promotions. He realigned job
responsibilities and designed a position that he felt was necessary to support the needs of
his students and staff.

Two of the principals identified a need for additional staffing to address the
instructional programs at their high schools, and they chose to be creative with the
staffing allocation to create or reallocate staffing additional positrotiee school
building. These principals acknowledged the risk in choosing to reallocategsthfit
their actions were meant to address the needs in the school building. These principals
used creative staffing strategies to support the vision of the school, enhanaiomstt
programs, and improve student and teacher performance. The respondents demonstrated
strategies for facilitating the development of a school vision and aligiliagpects of a
school culture to student and adult learning, which are key components of MILF. In the
next section, the principals discussed their view of instructional leadershiptblguding
the work to other members of the school leadership team.

Other staff positionsAs illustrated above, the principals use of distributive
leadership entailed “empowering others” to help fulfill the duties of threipal, and
these other positions played a significant role in supporting the principals dedhsgd
on instructional leadership. The positions of librarian, instructional technologylsgiecia
staff development teacher, and business manager all provided valuable support to each of
the principals. In some cases, these positions freed up the principals to focus on
monitoring teaching and learning within the school and provided the support to the
principals in the form of classroom observation, professional development, and

addressing non-instructional demands. |Initially, the principals did nottoefiee
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position of the librarian or instructional technology specialist, but two principals
discussed the importance of these positions during a follow-up interview.

Principal Hamilton and Principal Carter described the role of the librand
instructional technology specialist in furthering their efforts to grasiinstructional
leadership. They described two components of instructional leadership thatemg
important to teaching and learning: the integration of appropriate agsgssnto the
daily classroom instruction and the use of technology. The department chairperson,
librarian, and instructional technology specialist assisted the classeachets with the
integration of assessments and technology in their classroom instruction. nidieatsi
initially did not feel that these two components were demands of the principatatedl s
that they were the primary responsibilities of other key positions in théalirgs.
However, the principals discussed the importance of having a staff developrobet tea
that supports the instructional program in a school.

The creation of the staff development teacher position provided continual
professional development opportunities for staff and served as another keye¢sdhec
principals. All four high school principals observed that the staff developmeheteac
played a vital role on the ILT and met regularly with classroom teachergptove
instructional strategies. The role of the staff development teacher appeared
customized to the needs of the school and the action steps in the School Improvement
Plan. All of the principals stressed that the staff development teached helpeate
and monitor the School Improvement Plan.

Principal Washington worked with the staff development teacher to conduct peer

observations and provide training sessions for teachers. The staff developnient teac
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also served on his administrative team when the group discussed observations and
instructional strategies. Principal Carter worked with her staff deveopteacher to
schedule walkthroughs and to plan staff meetings and staff trainings. &&eRvincipal
Hamilton supervised her staff development teacher, who served in “severaiahf
roles” such as “coaching individual teachers, planning lessons with teaahéd co-
teaching” a lesson. Her staff development teacher also served on the ILT.

Having another “teacher leader,” such as a staff development teacher who
understood good instruction and supported instructional strategies, was anothgyr strate
the four principals adopted to support their focus on instruction. These principals used
positions in the school building; such as librarians, instructional technology sgiecial
and staff development teacher; to monitor the vision of the school, instructional
programs, and student and teacher performance. These strategies aligribd wit
following MILF outcomes:

o facilitate the development of a school vision;

e align all aspects of a school culture to student and adult learning;

e monitor the alignment of curriculum, instruction, and assessment;

e improve instructional practices through the purposeful observation and

evaluation of teachers;

e ensure the regular integration of appropriate assessments into dailgatassr

instruction;

e use technology and multiple sources of data to improve classroom instruction;

and
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e engage all community stakeholders in a shared responsibility for student and

school success.

The respondents referenced one additional position in the school building when
they spoke about the non-instructional demands—the business manager; who provides
overall leadership related to the financial management, facility mareageand
administration of other aspects of the school not directly related to the tfiwstalic
program (Eastland School District, n.d.). All four principals indicated that the business
manager served on the A Team and the ILT, and they explained that the business
manager played a significant role in dealing with the financial managerhte school.
According to Principal Anderson, the position often had an “impact to the instruction in
the school,” and influenced the allocation of materials of instruction, textbooks, and other
resources to teachers. In each case, the business manager ofteneslipaitdmg
service workers and facilities, cafeteria and food services, and traigpurtPrincipal
Clark commented that her business manager was discovering “other daitytttahg
[were] his responsibilities” because “certainly the principal can’tdf.? All four
principals noted that they met regularly with the business managediregtre financial
management of the school. The involvement of the business manager on the A Team and
the ILT appeared to be a common expectation of the four high school principals.

In summary, my analysis confirmed that each respondent was very awarer of othe
positions in the school building whose responsibilities helped to promote instructional
leadership. The four principals acknowledged these roles and responsibilities as
components of instructional leadership and worked with these positions to address the

teaching and learning in the classroom. In the next section | descrilteédpwncipals
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viewed their own instructional leadership as engaging all community stakehiolde
shared responsibility for student and school success.

Parents and students as stakeholdefdl four high school principals spoke about
getting feedback from students and parents regarding the instructional prdgram
seeking this feedback, the principals provided a forum for parents and students to have an
active role in the decision-making process. The principals acknowledgguatbats and
students served on their ILT, and their involvement helped the group to make better
decisions as a school. Principal Anderson shared that she “makes a befitan déaa
[she doesn’t] make it in a vacuum.” She also shared that when she had to make a big
decision, “pulling my people in and processing it” helped to make the final decisgitbns
the feedback from stakeholders.

Principal Hamilton expressed her desire to have parents involved in the academic
programs of the school rather than in fundraisers, athletic events, and extragurricula
activities. She had parents “doing things that | think are significant fondslso help
take some work from teachers," such as “proctoring SAT and ACT.” Prirtégrallton
emphasized the necessity of having parental involvement in a school and the challenge of
“working with parents to try to make sure that we’re both working together ipetste
interest of the child and to get the kid the best education possible.” She admitsdkthat
struggled with this concept of working “productively with groups of parents,” but
managed to partner with them because the results were aligned withisghmelement
and higher student achievement. The parents “feel like they're very involved in the

school and they feel like it's a partnership, which is what | very much would liketthem
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feel like.” According to Principal Hamilton, this involvement and partnership hetped t
built upon the school's success.

All four principals included parents and students on their ILT and in the
development and monitoring of the school improvement plan. The principals described
other activities that involved the parents. Principal Anderson, for example, conducted a
one hour information session prior to the PTA meetings, where students presented or
performed. These sessions resulted in significant parent involvement. She albedesc
her monthly meetings with student groups, such as class officers, to get thpactiee
of school-wide initiatives and activities.

Principal Hamilton asked parents to volunteer at “college fairs, PSAT nigiats, a
student town hall meetings.” She too met with class officers and leaderstsfdpbs to
learn “how to get kids to buy in more and take responsibility for school'mémncipal
Carter learned to “utilize the expertise of the parents” by having themv® aethe ILT
and she partnered with the PTA for “parent sessions” on specific topiedreddiigh
school, such as “academic intervention.” She met regularly with the Studenh@ewnéer
Association and other student groups in order to “address their concerns” about the
school. Principal Washington also had parents to serve on the ILT. He also described
that, on a regular basis, he took a table and “[would] sit in the hall” in order to have
conversations with students about the school.

In summary, these principals identified the importance of having stakeholders’
involvement and input in the instructional program. The engagement of stakeholders

including students at the high school level is an outcome of MILF (MILF, 2005). In the
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next section | describe how the principals discussed the importance of a lesmace
approach when focusing on instructional leadership.

Human Resource LeadershipAs defined by Bolman and Deal (2008), the
Human Resource Frame focuses on leadership practices that consist of the eeled to f
safe, to feel appreciated, and to feel that [educators] make a differeregfuiither
described the human resources frame as having the training to develop rew skill
participation and involvement (see Appendix G). Leadership practices focusing on the
human resources aspects of organizations emphasize empowering staffgfoaus
understanding needs, identifying skills, and building relationships (see Appendix E)

Each of the four high school principals spoke about the value of human resources
leadership and noted the importance of facilitating the development of a schoagl vision
aligning all aspects of a school culture to student and adult learning; and proviffing sta
with focused, sustained, research-based professional development. These thrés eleme
represent three dimensions of instructional leadership in the MILF. The Mlldueges
principals to develop mutual respect among the staff; cultivate teamworkddatces
effective professional learning communities; establish high expectatidns a
opportunities for leadership and collaborative decision making; and assign teaching
assignments that are rigorous, purposeful and engaging (Maryland Statsri2epaf
Education, 2005). As | outline next, all of the principals participating in thiy sfuoke
about the importance of hiring the best staff, building the capacity of stafbers, and
building a school culture to improve student achievement.

Hiring staff. All four high school principals described the importance of building

capacity within the school community and having their human resources alighatevi
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school's vision. The MSDE's (2005) MILF contains guidelines that impact the biri

staff. For example, the expected outcomes for instructional leadership rbatire

principals establish “a process for ensuring that all staff and other std&ehate able to
articulate the vision,” “high expectations for all students and teacherituge of

continuous improvement,” “an effective school leadership team,” and “teacher
assignments that are rigorous, purposeful, and engaging” (pp. 9-10). The people who are
hired to move the school in the right direction help to fulfill the school vision, and the
principals spoke at length about their hiring process.

The four high school principals described the importance of having an
administrative team that brought different strengths to the group, but sharechéhe sa
vision for the school and students. Specifically, Principal Anderson stated thdteshe i
“hiring people at the beginning of their careers, because they're hungry. aheyow
prove themselves. They have a lot of energy and ideas. And being able to chiéivate t
in them is a real kick for me. | love the energy they bring, but they alsoméedpen
that some of their good ideas may get shot down.” Principal Washington, Principal
Cater, and Principal Hamilton described the importance of hiring “your own people” and
working with them to improve their skills. These principals arrived at thkaods with
assistant principals in place, but hired their own assistant principals duringethee.
These changes happened because of retirements, promotions, and trartséars of t
assistant principals. All of the principals described the importance ofrgehéir
administrative team from of individuals whom they hired. In their view, thesaass
principals brought the experience necessary to make valuable contributions to the

leadership team.
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The principals were involved in the hiring of teaching staff and paraeducators.
Principal Anderson commented on the importance of “hiring people who you know are
going to accomplish what you want to see accomplished for students.” Both Principal
Hamilton and Principal Carter discussed how having the right people in key position
facilitated the implementation of the school vision. All four principals meet that
when hiring staff, interviews typically included themselves, an assistinaipal, and the
relevant department chairperson. Depending upon the position; “other stakeholders”
might serve on the interview panels, as well.  Principal Anderson candidig gtat
she spent a lot of time“researching the background of potential candiddteg,tbal
current supervisor for feedback, and participating in every interview of arstafber.”

The principals emphasized the necessity of being a part of the hiring prodess a
distributing that responsibility to an assistant principal.

Hiring the right people to meet the needs of the school community helped the
principals to focus on instruction. These principals used the hiring process to shipport t
vision of the school, improve instructional programs, and enhance student and teacher
performance. These choices aligned with the following MILF outcomes:

o facilitate the development of a school vision;

e align all aspects of a school culture to student and adult learning; and

e monitor the alignment of curriculum, instruction, and assessment.

Building capacity among staffAll four high school principals observed that the
most valuable use of their time involved building relationships and training tlsedteat
principals. Principal Anderson, for example, believed in establishing @tsenships

with her assistant principals. Jokingly, she described her administratinerteatings as
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a place where they “probably wasted more time than needed, but some of that is jus
‘what’d you do this weekend? What crazy things happened?” Principal Hamilton
described similar feelings about establishing relationships, but she strugdielly,i
with her administrative team, since they were hired by the previous prindigal. S
explained that “it was very clear that they had worked with a different set of
expectations.” Despite this initial challenge, she taught them how to beffectave at
monitoring instruction and discipline. She explained that she considered “what they
already [knew],” but also provided opportunities for them to learn other disciplivtes
subjects. She gave an example: “Like, I'm ready to make one of them learal Spec
Education, because the person who works with it really knows it, and they're there to
advise, and I'm there to advise, but somebody else needs to learn more about it.”
Principal Carter considered all of her assistant principals to be fuinogpais,
and she made sure that they had “various experiences,” while at her schaepate pr
them for the principalship. As mentioned earlier, she described herself asdte “he
coach,” when working with her team. The sports analogy of a head coach is a good
example of the role of the principal because the head coach is usually a more public
position and supervises other coaches. The principal is a public position in the school
community and supervises assistant principals and other staff. Just like thedsadc
responsible for operations of a sports program, the principal is responsible fiiathe t
school program. Principal Washington also delegated key responsibilities $siktarat
principals but he “talked through” these responsibilities with the teanshM{gton felt
that he and his assistant principals must “be able work together” and learrafrom e

other's leadership styles. The principals worked closely with the as$sitacipals and
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their working relationship was described as a “trusting” one. Each of thépaisnoted
that they learned from their assistant principals, but they felt respofmiblee assistant
principals’ professional development and sought to provide opportunities for
advancement.

The four principals also discussed their efforts to build capacity among their
department chairpersons. The respondents described much of this work as the purpose of
the leadership team and other professional development meetings for department
chairpersons and staff. Principal Hamilton provided an example of her workweith t
department chairpersons on the leadership team during a time when she needed to
educate staff whose grading practices were not aligned with the school \i$ien
explained that she “spent hours” with her department chairpersons reviewingdbe gr
given by teachers. She had to teach the department chairpersons how to have these
courageous conversations with staff. “Sometimes we role-played, and | wouidtlceac
other person to make them recognize” erroneous practices.

Principal Carter spoke about building the capacity of her departmenteisaing
to facilitate the implementation of the school vision. She wanted departmenpiecbans
who were instructional leaders. Carter explained, “The choice is to makefiwst a
focus, and to make sure that vision is known throughout the school.” Staff members
need to see their principals involved in the instructional program at their schools by
observing classrooms and providing constructive feedback. By doing such, the principa
needs to know the areas of strength and weakness among staff and departments which
requires classroom observations and the collaboration and positive working relationship

with the assistant principals and department chairpersons. Principal Washiatgdn s
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that in order for him to establish a school vision, he had to know the “strengths and
weaknesses of each individual” in the building. By knowing these attributes, he could
provide more suitable professional development and leadership opportunities. He
described the importance of relationships and stated that “everyone shouldduevirdat
equal respect.” These are examples of how principals are building cagacity the
assistant principals, department chairpersons, and staff.

Principal Hamilton helped her staff to move from working in “obscurity to a
different set of expectations.” She felt that her staff did not have spdicgation
regarding student achievement and the overall focus on the school. She saw the need to
provide feedback and coach her assistant principals about “certain things about
instruction.” She also worked with her department chairpersons to provide feedback to
teachers regarding instruction and learning in the classrooms. She andrbetionsl
leadership team conducted over “150 observations” and analyzed the data to “[make] sure
students received the type of instruction that they need.” To a similar endp&r
Washington and his team redefined what they considered “effective timtridevelop
“support plans,” and worked to develop “a better analysis of their instructionitpsac
that were being delivered by the teacher every day.”

This component of instructional leadership focused on creating opportunities for
teachers to engage in collaborative planning and critical reflection daerrggular
school day; differentiating professional development according to caagessheeds of
staff, and student performance; encouraging personal involvement in professional
development activities; and promoting professional development that alignedhavith t

teacher’s standards. Principal Anderson felt that “building the capacity inepeajkes
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[her] job easier. Part of it is how you cultivate people.” She further comchthae“you
just have to kind of keep your finger on it, but not micromanaging it unless something
happens to a point where you discover you need to.”

Principal Washington also felt the need to teach his department chairpersons,
since “there’s no formalized training for them.” He also described how hgoteared”
the department chairpersons to become instructional leaders by first loothegatt
description and then building capacity. He explained that he made changes tote&aff i
department chair positions and that, “the changes that | made, it's vargloted the
direction we’re going and having those conversations.” He focused a lot onrtileess
a leader in the building and what's expected of them.” Principal Washington sttéd th
was not about him “wanting to get rid” of staff, but about the need for them to “step up
and do some things a little bit better.”

All four principals relied on the staff development teacher to provide stdiff wit
focused, sustained, and research-based professional development, with the doliaborat
of the department chairperson and supervising assistant principal. In addition, the
principals worked with the staff development teacher and Instructional lsbgai@eam
to develop the initiatives for the school, to create and monitor the school improvement
plan, and to provide specific professional development opportunities for staff to meet
their own professional development goals. The staff development teadbtadase
staff with the formation of their own Professional Development Plan andehgar of a
portfolio of student work, offered training and professional development opportunities

and provided evidence to support the evaluation rating.
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Hiring the right people and building their capacity to meet the needs offtbel sc
community helped the principals to focus on instruction. The principals relied on the
assistant principals, department chairpersons and staff development teanbaitor
the vision of the school, instructional programs, and student and teacher performances.
These strategies aligned with the following MILF outcomes:

o facilitate the development of a school vision;

e align all aspects of a school culture to student and adult learning;

e improve instructional practices through the purposeful observation and

evaluation of teachers; and

e provide staff with focused, sustained, research-based professional

development.

Building a school culture All four high school principals identified the need to
empower others, open lines of communication, and establish positive relationships as
strategies for building a productive and positive school culture. Principal Anderson
described her practice of removing “all the annoyances in people’s day$ sethean
focus on what'’s really important, if you make them feel valued, if you reward thei
successes, and deal with their shortcomings in a positive way.” Each ofnitipais
expressed their desire to hear from staff and students, and explained thailwed
an “open door” policy created many opportunities for staff and students to express their
opinions and perspectives.

The principals viewed their accessibility and visibility during the schoobday
priority in building a school culture, and acknowledged that this availability thétpe

build relationships and trust. Principal Hamilton felt the need to build “strong pérsona



142

relationships” with all of her department chairpersons by just “dropping by” the
department offices and inviting staff to share their perspectives. Aftdirguthese
relationships, Principal Hamilton began to address continuous improvement within the
team by teaching skills to her department chairpersons, such as “how to useStiata.”
“role-played and coached” her department chairpersons about how to have camersati
about teaching and learning in the classroom. She built relationships with hemggypart
chairpersons and then began to build their skills in certain areas.

All four principals discussed the importance of building relationships with
students that helped to build a positive school culture. They explained that theityisibili
during the school day helped to shape the school culture and climate. They all
commented on the importance of visibility at certain activities, such as@athtents,
and at specific times like at the exchange of classes, lunchtime, and disAlideur
principals emphasized the importance of taking the time to build positive rehapisns
with students. Principal Anderson stated that “when you walk around, it’s likis, IS
your building.” While Anderson recognized the importance of talking to students and
learning about them during lunch time, in the halls, and at events, she warned that this
practice can consume a principal's time. She described herséthathar” to her
students. She knew all of her students by name, and she too talked to students in the
cafeteria, hallways and at school events.

Principal Carter noted that she “made time for students” in spite of inedde,
because “they needed [her].” She stated that “kids write me notes and thingatlike t
So from that, | get a good indication that | have a good relationship with kidsn hade

a lot of graduates that came back to see me over the break, and that meant a lot to me as
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well.” Principal Hamilton stated that she scheduled time to “hear from hensdiide
which could be time consuming. She expressed an interest in knowing the “frequent
flyers,” which she later described as the most challenging students detaus
disciplinary infractions. Carter, like the other four principals, shared thattheloped

a positive school culture, in part, because of their relationships with students. They
acknowledged that being visible and building relationships with students could be time
consuming, but they expressed the importance of this effort.

Principal Washington further commented that each day, “[he walks] around just
kind of feeling the climate of the building, popping into classes and those tyipags,t
which helped him to gauge the instructional program and “[look] at the faamldythe
security of things” that add to the school culture. He later described thigaes af ti
modeling for his staff. He wanted his teachers, administrators, and securityisthhze
during the day, which helped to create a “positive school climate.” Washington worked
with teachers to model positive behavior, but he acknowledged that he had to work with
the teachers in order for them to demonstrate positive behavior. He and his
administrative team helped teachers to build relationships with students anctitepra
effective classroom management strategies. Principal Washingted ttat “dealing
with teachers who create issues outside of the instructional part of it tiexkioat away
from the delivery of the instruction because you’re dealing with somethinthelse
impacting the relationships in the room." He further observed “keeping tobembking
able to deliver that type of instruction, because the [student] relationshipsaares
going to impact [instruction].” In order to build a positive school culture, Prihcipa

Washington began by focusing on teacher expectations.
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When building a school culture, Principal Anderson referred to her “exposed
tape” theory. She explained that “when something looks good, people feel good about it”
When hanging a poster or flier, the tape to secure the poster on the wall isxpesede
She did not imply that problems are covered up and not discussed, but explained that the
school culture began with a very attractive school building, clean classrootremes
cafeteria, and floors, and orderly hallways. She felt that this philosoply éegdositive
school climate, where “things [are] being done just so, classrooms [are] beuma
certain way, and things [are] aesthetically looking good.” Principal Andersbarha
advantage because she was involved in the school from its inception and played a key
role in establishing the school vision and the expectations for every staff mentlséretha
hired.

Principal Hamilton also described the importance of having a clean building, and
she described herself as the “major trash picker upper.” She felt that “mddieisng
behavior for others to see helped to build a positive school culture. All four principals
emphasized that their building services workers were visible during the dayngjehe
school facility. Principal Anderson shared that her workers “shared a sense birpride
keeping the building clean, and it was noticeable by students and staff.

Principal Hamilton was the only high school principal who described an example
of a “culture of learners” by detailing her working relationship with theggals in her
cluster of schools. She felt that this time of relationship helped to establishigeposit
school culture among the different schools in the cluster. She stated that sherizad “v
good communication with [the] feeder school principals,” and they met monthly to

discuss school-related issues. She further explained the positive workirogmseia
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with her colleagues: “We have a very comfortable back and forth. ‘Can wgdwelpith

this?’ or you know, ‘Over at the high school, we’re thinking we might like to add this to
the articulation process.” What do they think? And you know, we now have things where
kids go over and help at the middle school.” Hamilton believed that principals cultivate
a positive school culture when they supported each other and shared based practices.

As | discussed in previous sections of this chapter, all of the principalsomeahti
their positive working relationships with students, which helped to build a strong school
culture and reminded them about their reasons for serving as a principal. Principa
Anderson enjoyed establishing relationships and building trust by workirglgineth
students. She commented that her greatest excitement was when she togkdtliain
who had underlying skills but hadn’t developed them, and develop them to go far beyond
[the norm].” She further explained that, as a high school principal, the “teachable
moments,” where she saw “the light [go] on in a child’s eye,” kept her in a school
building and not in central office. She expressed enjoyment of these teatioabdmts
with both students and staff members.

In summary, building a school culture to meet the needs of the school community
helped the principals to focus on instruction. These principals stressed the impoftance
building relationships with and listening to the opinions and thoughts of staff, and
particularly with students, to support the vision of the school and to build a positive
school culture. The principals described school culture as a part of the school vision,
along with student and adult learning which are outcomes in MILF.

Political leadership. The political frame, as defined by Bolman and Deal (2008),

focuses on the leadership practices that deal with the interactions of indivahalal
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groups with differing backgrounds, beliefs, agendas, positions, race, ethnicity, socia
class and ideology. Political leadership practices focuses on the choidesvin&b be
made or negotiated because of scarcity of resources. Bolman and Deal fpthier e
that leaders who operate in the political frame must create arenesisgees can be
renegotiated and new coalitions formed (see Appendix G). Political leaderatiijcgs
are characterized by advocacy and political savvy, power, conflict, caimpeand
organizational politics (see Appendix E). In the next section, | examine theplgic
obstacles, negotiations, and agreements as they focused on instructional leadership.

Obstacles, negotiations, and agreemeriteree of the four principals operated
from a political frame as they dealt openly with differences, negdtatpectations and
procedures, clarified their agenda, and built relationships and alliances. thiieese
principals, Carter, Hamilton, and Washington, each had less than five years in thei
school building. In establishing a vision for their schools and demonstrating iostalic
leadership, they described a fortitude or perseverance in overcoming ohetakcles
challenges that were presented when recreating the vision for studentaffand s

Principal Hamilton stated that she endured a number of obstacles when she first
arrived at the school, and one staff member shared publicly that “male psnegral
principals and female principals were mothers.” Her biggest concermhatabe “mind
set” that the staff had about her would slow down her vision for the school. She
recognized that she had to do certain things that led to “maneuvering unseen from
behind.” For example, she occasionally had certain key staff members inldergoaict
as “the voice and the face” of an initiative or focus area. She felt that dang thi

encouraged a certain level of staff “buy-in,” and the focus would be on the actual
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initiative rather than the presenter. However, she remarked th#ieifdadership team]
decide we're going to do [a school wide focus or initiative], we're going to dShig’
had to rely on others to get “buy-in” and to move forward with her vision. Getting staff
to agree or buy-in to change or implementation of newly developed policies andgwacti
in a school building requires collaboration of impacted staff members and agteertie
is the principal’s political leadership to gather the beliefs of the stadketsohnd work
with them to reach agreements or buy-in regarding new ideas and practices.

Principal Hamilton commented that her role as principal was to “takeea littl
pressure off [the staff], because these pressures are beyond school.” &hsseepr
were further described as the challenges in the classroom such adwurdemands,
assessments, learning styles, behaviors, and necessary resourcekmgstberns. She
did not ignore the politics within her building, but learned how to navigate around them
as she worked to create an action plan for establishing her school vision. Shechea
described the need to “weave the collaboration” when building an effective school
leadership team and establishing effective professional learning coneaursine
thought it necessary “to really feel and be sensitive to what's happerchignéte and to
call off the mid-course adjustment if it doesn’t feel right.” When buildindioglahips,
she sought to hear the differences and make provisions, but never change the direction
towards which she and her school were moving. “It's something that comethfom
principal; it's a tone thing almost. But | think holding onto the compass is, maybe, the
absolute first thing.”

Principal Hamilton described her leadership team as a group of staff msembe

who, at first, were not consistent in attending the leadership team meedingsreated a
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team mentality among the group by learning from their oppositions and buildingedia
and relationships. She explained that through this process they developed into a “very
strong leadership team...Strong in that they are very involved in the decision-making
process for how we develop programs and policies and procedures for our school. So
they play a very vital role”. While acknowledging that this required somesimaignts to
her leadership practices, Principal Hamilton recognized that by fomengoalitions

with staff members she ultimately built a strong leadership team. Bgifdiw coalitions

is a strategy within the political leadership.

Principal Carter also acknowledged the “naysayers” in her building andlskkcri
the obstacles that existed from the “non-vocal” staff members. She notsththat
members complained about initiatives and staff expectations to other stalffemsebut
not to her, giving her a false impression that staff members were follomang t
expectations and embracing the initiatives. To overcome this problem she had to know
“the key players” in the school building and community and what “their agendas” were
for the school. Obtaining this knowledge often entailed having meetings with many
stakeholders; including staff, students, and parents in leadership positions,as well
those staff members identified as “influential” because of their stathe building.

These influential staff members and stakeholders were the ones with thgeargsbf
experiences, served on the teachers’ union, or served in their leadership role for the
longest. She spent many hours listening to issues and, in some cases, fears, about her
vision for the school. She had to address the concerns from the staff which at times,

“slowed down” her plans for change.
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Principal Carter also indicated that she had to “quickly know the teacher’s
contract,” because her staff often referenced what teachers cowldl@not do,
according to contract. She realized that her staff was thinking about “whedtted
them, versus thinking globally” about the impact on student learning. She further
explained that, as the principal, she had to “have that global perspective of howctsimpa
the entire school and how that even impacts our community and our school district,” and
not every stakeholder shared her beliefs. She provided an example of this phenomenon,
describing how during a time when departments conducted after-school tutaaféls, st
reminded her about their “duty day” ending 30 minutes after the official school day
Most teachers did not stay after school because of other commitments. Simétikztied
negotiations with the staff, and they agreed on lunchtime tutorials, which became
problematic because the staff quoted the contract of a “duty-free lunch.” Shehatted t
during her first few years in the school, staff members had a different giereps the
school vision; her message was “students first,” and the work that staff did was
improve student achievement. After many discussions, they ultimatelytossome
agreements regarding tutorials during lunchtime and after school. This israplexd a
principal’s political leadership of dealing with obstacles and reachingiaggos.

Principal Washington arrived at his school with experience from another high
school and found a number of differences among his leadership staff, in terms of the
vision of the school. He dealt openly with the differences by realigning resdarce
support the vision and reassigning department chairpersons to the same end. ceé repla
two department chairpersons because they did not share “the same vision” ¢hiothle s

and “their involvement in instruction and management” was very different from the othe
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chairpersons and they did not supervise their departments. He believed thdt his sta
needed to know the vision of the school, and that his approach was to be “hands-on.”
According to Washington, having a principal who was “hands-on” and who modeled the
work created “credibility” and helped the school to establish a vision. He further
commented that, as principal, he had to “justify” his actions, and “being creatide” a
“taking risks” led to the development of a school vision. Again, he modeled these
behaviors to his administrators and department chairpersons, as well esntapd

student leaders, in order to further his school vision. However, he expressed his political
belief that, as the principal, “you take the blame. Let everybody else takeethi”

The four principals each acknowledged the pressures of test scores and
competition added to their role as a school leader, and the all noted the pressures of
meeting the local and federal testing requirements and the focus on studerdiat
preparation for these testing requirements. The conflict existed witbatieers
teaching the curriculum and the principals preparing for the local and lfesktnag
requirements. Principal Washington acknowledged the rhetoric about improving
“teaching and learning,” but explained that these conversation with higoatinc
supervisor lead to discussing results on national assessments, such as $AGNAC
Advanced Placement (AP) examinations instead of “looking at how this istimgpac
what'’s truly happening in the classroom.” He experienced a lot of pressuréh&om t
Central Office to focus on increasing student performances on the SAT, ACT, and AP
examinations, but he stressed to his teachers the importance of “good instruction” and

increasing the students’ abilities to “read and write.”
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Principal Anderson stated that she noticed a “disconnect” between the “demands
of the system and the reality” among students, particularly when dealindherith t
benchmarks for the system initiatives and passing the federal test requgeme
However, she felt that her school did “an incredible job getting kids, who others may
have given up on long ago to a point where they’re college bound.” Anderson sought to
balance the emphasis on test requirements and preparing students for postygeconda
education. She stated that high schools have only “four years and it's tough,” but these
pressures cannot “keep [the students] from realizing that there is a scha@rfdrogly.”
She emphasized that she and her staff tried to provide “what the students needed.” These
principals were focused on the students needs and meeting the students’ goals and
aspirations. In summary, each of the four principals employed a politina foh
leadership in their efforts to overcome obstacles by negotiating withasthey
stakeholders. This approach ultimately helped the principals to focus moreyiotentl
instruction. These principals stated that their experiences with confligtoditids, in
their schools, helped them to keep their focus on the students. It appeared that the
principals with the least years of experience had more issues withainddistacles and
challenges, but all of them had to deal with the politics of the demands of local and
federal testing requirements and teaching of curriculum. Although theneonaention
of political leadership in MILF, there are suggestions of mutual respeciwta&, trust,
and collaborative decision making when focusing on instructional leadershij(MIL
2005). Political leadership involves problem solving strategies and these panspal

this frame when there are problems or conflicts.
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Symbolic leadership.As defined by Bolman and Deal (2008), the symbolic
frame draws attention to the importance of leadership practices that @dnsis
celebrations and ceremonies within a school building. These leadership pritice
on creating transition rituals to mourn the past and celebrate the futudgp(saadix G).
Leadership practices focused on the symbolic aspects of organizations emphasize
inspiration and the use of culture, memory, metaphor, ritual, ceremony, stories, and
heroes (see Appendix E). . In this section, | examine the principalstaisbels,
recognitions, and ceremonies related to instructional leadership.

Celebrations, recognitions, and ceremonied he review of the data from the
interviews did not provide many examples of celebrations, recognitions, and cesgmoni
related to instructional leadership as defined by MILF. However, listed belaveare
examples from the principals that related to symbolic leadership. PriAcigalson
acknowledged that in order to develop an effective school leadership team and
professional learning communities among staff, staff need to celebratsses by
creating traditions such as ceremonies and routines. She felt that “ifvwand rheir
successes, it translates into how they interact with students.” She hadtaaishkat the
annual opening of school staff meetings, which were entertaining andr‘aatiusing”
for the staff, but the school vision, staff expectations, and policies and procediges we
part of the entertainment. In addition, she mentioned recognized staff during the
preparation of the opening of school. She also stated that during her adminitdeative
meetings, she and her team “laugh a lot.” She used that time to build relationships a

solve problems collaboratively. She further reported that most of the time, her
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administrative team meetings were settings to celebrate sugdessepersonal and
professional.
In summary, the high school principals did not comment about the celebrations
and recognitions that related to instructional leadership except for Princigatgon.
One can assume that every school has a tradition or some type of celebedtinakes
the school unique and a special place to work. It is noteworthy that these primmctpals
study did not provide examples of symbolic leadership based on the interview data. .
Summary of Choices
The four high school principals differed both in their leadership styles and the
demographics of their school; however, the study revealed many commonaiieg a
their choices to focus on instructional leadership through the lenses of HumancBesour
and Structural frames. All four high principals described how they distributed the
leadership among staff members, such as the assistant principals, departmen
chairpersons, staff development teacher, and other key positions. It appeared that the
principals used more of human resource and structural frames leadership, bat some
their responses demonstrated political and symbolic frames of leadersdigd khelow
are some of the choices that the principals made while focusing on instruction:
o Structural Leadership of roles and responsibilities/Distributed Lesliger
o Divide supervision of staff to assistant principals and department
chairpersons.
o Delegate responsibilities to assistant principal which included some
community and school related activities including the “lead assistant

principal” or “acting principal” in the absence of the principal.
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0 Assign student supervision to the assistant principals who manage
disciplinary actions.

o0 Become creative with the staffing allocation to hire additional support
staff and leaders such as a staff development teacher to facilitate
meeting and monitor the school improvement plan.

0 Have a clear focus on instruction that involves the leadership team
focusing on ways to improve teaching and learning and providing
relevant professional development opportunities for staff.

o Create monitoring tools for departments to focus on instruction.

o0 Monitor the work of all staff members without micromanaging.

o Balance the job and family responsibilities and have secretary to
monitor principal’s calendar. Don’t serve on too many committees.

o Demonstrate decision-making processes to assistant principals and
staff in leadership positions.

0 Maintain open and frequent communication with assistant principals.

0 Schedule time to do paperwork when it's quiet/after-hours.

0 Schedule time to conduct observations and meet with people.

¢ Human Resources Leadership of building capacity and meeting needs:

0 Hire the best staff.

o Build capacity among staff including assistant principals and
department chairperson, and future leaders within the school building
by meeting regularly with the assistant principals and other leaders and

providing opportunities for them to problem solve collaboratively.
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o Establish positive relationships with colleagues and supervisors to
serve as critical friends to help problem solve and provide feedback
while maintaining confidentiality.

0 Increase the involvement of other staff members such as the business
manager, athletic director, media specialists, and union representatives
on the leadership team.

o Celebrate successes and make staff feel valued and supported.

0 Help staff to display professionalism and great customer service in
offices and public places.

One commonality among the high school principals was the use of distributed
leadership among the staff and the desire to build capacity. It was varyhaehigh
school principals used distributed leadership in their work as instructionaldeader
Because of the complexities of high school and their positions, principals create
structures to monitor the total school program through the work of the assistant
principals, department chairpersons, and other stakeholders. The principalsedes
many times their working relationships with their assistant principalshenidiportance
of that role to monitor the total school program. The principals stated that othemnosi
such as the department chairpersons and specific staff positions helped to menitor t
instructional program within a department. Together, these positions createdralgad
team of staff and stakeholders to monitor school improvement and school initiatives. |
order to distribute the work, the principals described their vision for their schools and
carefully developed the steps to make their vision a reality through the wbrkheir

leadership team.
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The equally important choice that principals made other then the use of
distributed leadership is the creation of a school vision. The principals createzha visi
based on student data which informed the necessary steps to reach their vision.
Everyone’s job had to be aligned with the school vision and the principals created the
structures for their staff to monitor or supervise certain aspects of thebasekl on their
vision. All of the principals used their vision and purpose for their schools to claify |
responsibilities, redefine the leadership team and its purpose, monitor teawhing a
learning in the classroom, and establish time limits to their work schedules. The
principals chose to reexamine how and when the monitoring on the instructional program
was being completed.

Lastly, the principals stressed the importance of having the best quadifipt p
in their buildings. They described the importance of having a hiring process that
involved the principal and providing opportunities for their leaders and staff to build
capacity and a positive school or work culture. These principals spoke about their
attention to the capacity of the staff and their own work with their assistaoipals to
build trust and skills. The principals also stressed the importance of buildicgphety
of all staff especially classroom teacher and establishing positive \gorkationships
with students, teachers, parents and community members. There was conflict among
stakeholders, but the principals stressed the need to maintain frequent comaorunicati

with the student leaders, parent organizations, and teachers.
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Chapter 6: Summary, Conclusions, and Recommendats

This chapter consists of six sections: research summary, findings of the stud
conclusions, recommendations, suggestions, and final thoughts. The research summary
frames the major issues that led to this case study. It restafmsplose of the study,
problem statement, research questions, and methodology. The findings are based on the
principals’ perceptions of the demands and constraints of their job, and the conclusion
section summarizes the common strategies that the four high school psiacippted to
support their efforts to focus on instructional leadership. The chapter conclakles wi
recommendations for practice and extended research.

Research Summary

This section summarizes the statement of the problem and purpose of the study.
It includes the research questions and brief overview of methodology. This study
employed a qualitative case study to examine common strategiesdutyiZeur high
school principals in the same school district to support their efforts to focus on
instructional leadership. The researcher sought to design a study thadutilittiple
data collection methods to yield reliable data that would make a significanbatioh
to the field of educational administration.

Statement of the problem.The role of the high school principal has become
increasingly challenging, and expectations from recent reformtiméganow call for
principals to provide instructional leadership within the school building. The

principalship is complex, and it is difficult for one person to fulfill the myriadegubf
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both a manager and instructional leader. Every great school needs to havetae effe
principal and an effective teaching staff, but demands and constraints have etoimpa
many principals' ability to fulfill the expectations of their positi@urrently, little
research exists that examines how high school principals address theld@hthneir
schools, while cultivating instructional leadership among their staff.

Purpose of the study The purpose of the study was to identify strategies that
principals used to lessen the demands of their daily operations and to collaboeate mor
effectively with key staff members, such as assistant principals, dgparthmirpersons,
and other individuals with supervisory responsibilities. This researcheroaigbtso
examine the demands and constraints encountered by four high school princypegs i
school district as they focused on instructional leadership (as defined byatikahd
Instructional Leadership Framework).

Research questionsTo aid in the understanding of how high school principals
choose to focus on instructional leadership, in spite of the demands and constraints, the
following research questions were developed. These questions provided the structure for
data collection and analysis in this study:

1. What do high school principals describe as the instructional and non-
instructional demands of their jobs?

2. What do high school principals describe as job constraints that have an
impact on instruction?

3. In light of the demands and constraints of their positions, what strategies
do high school principals adopt to support their efforts to focus on

instructional leadership?
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Methodology. This dissertation reported on a qualitative study of four high
schools in a suburban school district. The study explored the experiences of each high
school's principal; and the demands, constraints, and choices they face as indtructiona
leaders. Chapter 3 explained the research design and methodology, and Chapter 4
provided a description of the schools and background information for the principals.

The high schools were selected based on location, student enrollment, staff size,
academic performance, and the availability of special programs at tha. s¢he
principals of these four high schools agreed to participate in this study and then
completed a survey that explored the principals' backgrounds, along with the potential
demands and constraints of their jobs. The principals also participated in inggrview
where they answered a number of questions about the demands and constraints that they
frequently faced in their roles as instructional leaders. The interview guesiere
based on the work of Rosemary Stewart (1982) and Bolman and Deal (2008). Chapter 5
provided an analysis of the findings of the study and detailed both the sinslaritie

differences in leadership styles and choices among the four participants.

Findings
Four high school principals were interviewed in an effort to understand their
perceptions of the demands and constraints they faced as instructional |Gdusrs
were asked to describe the strategies they adopted to support their fousisLetion.
The surveys and individual interviews revealed the following eight fgsdin
Finding #1. Sergiovanni (2001) reported that leadership serves several functions
in public schools, and according to Stewart’s (1982) work, managers must face numerous

demands to fulfill their job description. Pounder and Merrill (2001) found that additional



160

expectations and responsibilities are being placed on the principal, whiles lideng
removed from their long list of job responsibilities. The data from this studyaiedic
number of non-instructional demands that high school principals face in their schools.

Results from this inquiry reveal that the most common perceptions of non-
instructional demands included the following: attending meetings that takeay
from other tasks; responding to complaints and issues, correcting other individuals’
mistakes, discussing job performance of non-teaching staff, working wittesymoinding
to requests from direct supervisor, maintaining visibility by attendihgadevents and
programs, and addressing school facility issues. The principals reportdteteat t
identified non-instructional demands significantly impacted their workstauictional
leaders. These perceptions of non-instructional demands were just some of the
challenges identified in Pounder and Merrill's (2001) work.

Finding #2. Stewart (1982) found that a number of factors in the workplace;
including the physical environment, location, resources, organizationattiessi
attitudes of other people, culture, and climate; can serve as constraihigidesatan
individual's ability to perform the functions of their position. In the school setting,
particularly at the high school level, examples of these constraints includédod sc
building, the number of students and staff, available financial and human capital
resources, a principal's supervisor, and the school culture and climate. Therddhbe
current study reveal that high school principals face a number of constraimg in t
schools.

The most common perceptions of constraints included the following:
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school system’s policies on staff and financial allocations and
expenditures,

the composition of staff members, the design and working conditions of
the school,

accessibility to technology,

capability and experience of the principals’ supervisors,

insufficient financial resources,

strict guidelines for purchasing instructional materials, and

type of working relationship with union representatives.

Finding #3. The data from the study indicate a number of instructional demands

that high school principals face in their schools. These instructional demands were

defined by the Maryland Instructional Leadership Framework (2005). Hadl{@§03),

Murphy (1994) and Horng, Klasik, and Loeb (2010) refer to the principal adex leb

the total operation of the school; including teaching, learning, and allocating esourc

The most common perceptions of instructional demands included the following:

hiring staff,

focusing on student performance based on state and national assessments
and meeting targets,

having conversations with staff about performance,

conducting observations and evaluations, and

working with stakeholders including teachers, parents, and students.
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According to Horng, Klasik, and Loeb (2010), “hiring personnel, an organization
management task, may be the most influential role principals have in the insalict
practices of their schools” (pp. 519-520)

Finding #4. Three of the four high school principals found it difficult to separate
non-instructional demands from instructional demands. They described the demands of
their job as “owning everything” as a high school principal. Stewart (1982 dtaat
leaders must “change their view of demands and constraints, and so, their perception of
the available choices” (p.8). The three high school principals had the perceptionythat the
must “own everything,” and felt responsible for each aspect of operation in the school
building. The implications of this interpretation of owning everything createtipieul
demands that were not associated with the job description of a principal. However,
identifying “what is to be done,” and by whom, helped principals to focus on
instructional leadership and instructional demands.

Finding #5. The data indicate that the four high school principals’ responses were
aligned with many of the components of the Maryland Instructional Leadership
Framework. They noted that “the work to be done” included

o facilitating the development of a school vision;

e aligning all aspects of a school culture to student and adult learning;

e monitoring the alignment of curriculum, instruction, and assessment;

e improving instructional practices through the purposeful observation and
evaluation of teachers; and

e engaging all community stakeholders in a shared responsibility for student

and school success.
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Finding #6. The data show that high school principals distributed their leadership
to their assistant principals, department chairpersons, and other key mefithers
school building, in order to further their efforts to focus on instruction. This action
supports the research by Hallinger (2003), Hallinger and Murphy (1985), and Spillane
(2001), which indicated that the work must be distributed to others in the school building
in order to monitor and improve instruction. Mayrowetz (2008) stated, “distributed
leadership promotes the notion that by having multiple people engaged in leadership,
these individuals will all learn more about themselves and the issues ttagischool.
Eventually, the collective capacity of the organization will increase tpdire that the
school can address its own shortcomings” (p. 431).
Finding #7. The four high school principals noted that the following strategies
enabled them to focus on instruction in their school buildings:
e having a clear focus on instruction and professional development;
e monitoring the work and create monitoring tools;
e delegating supervision of staff to assistant principals and department
chairpersons;
e assigning specific responsibilities to assistant principals, including
attending meetings, events and other school related activities;
e assigning student supervision to the assistant principals;
¢ building capacity among assistant principals, department chairpersons, and
other teacher leaders;
e creating opportunities for other key staff members to demonstrate

leadership and to be a part of the decision making process;
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e establishing positive relationships with colleagues and supervisors who
can serve as critical friends;
e becoming creative with staffing allocation and monitor financial
resources;
e balancing the work with family responsibilities;
e maintaining open and frequent communication with all stakeholders;
e scheduling time to do paperwork outside of instructional time;
e conducting observations; and
e building a culture of professionalism and great customer services.
Managers need to recognize that they can make choices about their work in a
organization and they are in a position where they can influence their worka(Gtew
1982).

Finding #8. According to Bolman and Deal (1991), “managers often use only one
or two frames, but need to rely on all four to be fully effective as both mareagrs
leaders” (p. 529). Although all four high school principals appeared to use all four
frames of human resources, structural, political, and symbolic leadershipyutiiaral
and human resources fames were commonly used by principals in order to haither t
efforts to focus on instructional leadership. Within the human resources frame, the
principals built capacity, created opportunities for leadership and decislongna
established positive relationships with colleagues and supervisors, and miai@delstaf
valued and supported. The structural frame was used by the principals when they
monitored the work of others, created monitoring tools, delegated supervision of staff,

established clear roles and responsibilities of leaders, maintained opeacprahfr
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communication, and scheduled time to complete paperwork and conduct observations.
Principals need to focus on the instructional program by designing a strong gestelffin
through the hiring and observation process by monitoring student success and
achievement.
Conclusions

The findings of this study lead to a number of key conclusions. First, the four
high school principals had similar non-instructional and instructional demands and
constraints despite differences in the characteristics and locationsr aictheols. Size
of student and staff populations, student demographics, and school programs did not
reduce or increase the number of demands. School policies including staffingaimca
and facility issues were common constraints that affected the work of the hayi sc
principals. Also, the desire for access to additional financial resourcesigombmy
with staffing appeared to be common among the high school principals. Based on the
needs of the school and the vision of the principals, this financial access and staffing
autonomy would provide the freedom to reallocate staffing positions and to purchase
instructional materials and technology.

The four high school principals appeared to navigate between human resource
leadership and structural leadership frames in order to balance theselsl@mafocus
on instruction. They established certain designs or placed certain structtmeis i
buildings in order to focus on instruction, yet built capacity, support and empowerment
within the administrative team, instructional leadership team, and other leBllisrs

choice of leadership led to the focus on instruction and ultimately to student achievement
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Each of the four principals described their structured administrative and
instructional leadership teams as very important supports that allowed botmthegbsi
and other staff members in leadership positions to focus on instruction. To this end,
knowledgeable and competent assistant principals and department chairpersons a
needed to help the principal focus on instruction. Also, other key positions, such as a
technology specialist, media specialist, staff development teacher hedpschbol
leaders in this study to focus on instruction and may prove useful resources for other
leadership teams in the field.

The four high school principals described the need to establish a clear and focuse
vision and to hire staff members who support that vision. These high school principals
empowered their staff to perform their respective job duties and used swstiaheas
specific job responsibilities and expectations or individuals in key leaggyshitions to
monitor their work. In their 2008 study, Bolman and Deal found that “effectiveness as a
manager was particularly associated with the structural frame, ghteeeaymbolic and
political frames tended to be the primary determinants of effectivasesseader” (p.

325). Specifically, Bolman and Deal (2008) described effective leaders asvihosse
multiple frames and assess the situation to determine which frame would be @falst us
in getting the best results. The findings showed that the principals used nitanpés
and confirmed the research of Bolman and Deal. However, this study revealbe that
principals used two frames consistently as they focused on instructionatlepddt is
critical that educational leaders are familiar with the four-framedehand are equipped

to use the components in their work as leaders.
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Rosemary Stewart’s (1982) framework provided an understanding that individual
managerial positions must face many demands and constraints. Her study involved
observations of managers in various fields. This inquiry employed her framework and
applied it to the field of education to show that principals, like other organizational
managers, have many demands and constraints that significantly ingiaebility to
perform their assigned job functions. Her framework allowed the resedochsk
specific questions of principals to understand the strategies they adopted emuidbe
they made to further their efforts to focus on instructional leadership. Harglkse
described these choices of the managers and discussed delegation of worka éalma
Deal’s (2008) frames proved useful in categorizing the principals’ actions and
determining similarities among the principals.

Recommendations for Practice

The data revealed in this study revealed a number of demands and constraints and
subsequently led to several recommendations specific to Eastland Schoot.Distri
However, other school districts also can benefit from this researchyasothgder key
strategies for adequately preparing, appointing, and retaining e€fdagh school
principals. As such, a number of implications for practice arose fromsttidy

Recommendation #1Based on these findings, school districts in Maryland
should utilize the Maryland Instructional Leadership Framework as anatival and
professional development tool for principals and other administrators. All piseipe
supervisors would have a framework for planning professional development

opportunities and system wide meetings.
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Recommendation #2.The school district should assess the number of non-
instructional demands that principals face in their job and examine wayséa tbegse
types of strains on time and attention, so principals can focus more on instruction. For
example, the school district could reexamine the number of meetings thgtgdsmoust
attend outside of their buildings.

Recommendation #3The school district should provide some flexibility and
autonomy for principals to implement changes to staffing and financiahibas.
Principals would have the flexibility to realign resources, based on the needs of the
students and the goal to place greater emphasis on instruction.

Recommendation #4The school district should examine the need for additional
training for principals based on Bolman and Deal’s (2008) framework of human
resources, structural, political, and symbolic. This training would help principaigate
among these different frames when dealing with situations and share basepnaith
other principals and administrators. Such trainings would also help principatsutodn

both the non-instructional and instructional demands of their positions.

Suggestions for Further Research

This study illustrates four high school principals' perceptions of the dnzan
constraints of their positions. The data provide details of the choices that psimcgue
to further their efforts to focus on instructional leadership and identifiechtine
frequently used leadership frames they employed to balance the demantsytifeated.
However, the findings of this study raised additional questions for furthercese
Question #1. How do other school districts support high school principals’ effort

to focus on instructional leadership?
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Question #2. How does a principal’s background and experience to impact the
principals’ leadership style?

Question #3.Does the use of one particular frame positively impact student
performance and achievement? Among schools that did not achieve Adequate Yearly
Progress (AYP) and school that did make AYP, what are the similaritiesféerémntes
among the principals’ reframing leadership style?

Question #4. What are the similarities and differences of the demands,
constraints, and choices of high school principals from different school di3t\etsat
are the differences and similarities in how they focus on instructional leguers

Question #5. How effective is the use of the leadership frames and the Maryland
Instructional Leadership Framework as indicated by the principalshaspes?

Final Thoughts

As an experienced principal, this case study allowed me to reflect on my own
experiences and preparation for the high school principalship. | have served as a
principal at the middle and high school levels, and each time, my appointment to the
principalship was during the month of July. Beginning my tenure of a principalship
during the summer gave me time to identify areas needing improvement in the
instructional program and to create a timeframe to address these armsasonVbnient
timing also allowed me the opportunity to meet the leaders of the school aed dgt
from their perspective.

Using the Maryland Instructional Leadership Framework provides an opportunity
for any principal to identify those critical components of instructional kshgeand lists

examples of effective practices in each area borne out by evidence fromahati
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organizations. | have used the framework to focus on the “demands” of my job and have
chosen to delegate other responsibilities, or expectations from stakeholdexf, to st
members in leadership positions. These stakeholders include parents, teachers, student
and Central Office staff. This case study validated that the job of a higbl geincipal

is very demanding; because of the many extracurricular activitiestiatéents, and
meetings that are scheduled each year. However, the expectation frakedlbders;
including teachers, students, and parents; is that the student body is achievingsgzhls b
on the state benchmarks and the local school district requirements.

By looking at my choices as a high school principal through the lenses of Bolman
and Deal’s (2008) frames of structural, human resources, political, and symbolic; |
realized that | too must navigate through multiple lenses and cannot be perceived as a
leader who demonstrates a certain leadership style. A classroom t&hohsrstudying
to become an administrator interviewed me in December, 2010. He was assigned to
identify my leadership style, as it related to Bolman and Deal’s work.s kivacked that
the classroom teacher saw me as a principal who operates primarity avblitical
frame.

When we talked about his categorizing of me, | learned that was his impression of
me when | first arrived at my school almost four years ago. My school wasiiica c
condition because the graduation rate was down, the students did not meet the state
benchmarks for AYP, and the school was scheduled for accreditation. My time and
attention were taken up with getting staff and students to take ownership ofdoghavi

attitudes, and beliefs and creating coalitions with teacher leadersistdators,
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students, staff, and parents. It was incredible for me to reflect on my ogticgsaand
realize how | had been perceived.

A few months later, the classroom teacher came back and gave a different
perspective. He shadowed me for a few days and discussed his findings with one of my
assistant principals. He was able to give specific examples of how,lyetestd more
of the structural and human resources frames in increasing student achiawvetment
school building. He also shared that he saw the political frame when dealing wi
difficult situations that involved staff and parents. Although | was pleased tohia¢de
could see that | was using different leadership strategies in the building,thkeing
about ways to better utilize the symbolic frame.

According to Bolman and Deal (2008), the “effectiveness as a manager was
particularly associated with the structural frame, whereas the synamalipolitical
frames tended to be the primary determinants of effectiveness of & Iga825). This
case study caused me to reflect on my own practices and improve my abiligy to us
multiple frames, while focusing on instructional leadership. Also, | feel thegd to
increase leadership opportunities for staff by working directly with my @dtrative and
instructional leadership teams, and for students by providing a forum for their ogmions
be heard and ideas to be implemented. This study has helped me to reflect on my

practices and has served to strengthen my own professional development.
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Appendix A
Quick Survey

Items taken from Pounder D.G., & Merrill, R.J. (2001, February) Job Desirabilitye of t

High School Principalship: A job choice theory perspectidricational Administration

Quarterly, 37(1), 53-54.

Attraction to the High School Principalship
1 2

Factors
Factor 1 — Desire to achieve/influence education

. Desire to make a difference
Empower school change
Personal/professional growth
Leadership opportunities
School improvement/vision
Influence on others
Personal professional relationships
Developing curriculum
Develop community relations
Develop school policies
Factor 2 — Work — problems/dilemmas

e  Student behavior issues
Ethical dilemmas
Assuming accountability
Countering problem situations
Teacher grievances/unions
Terminating unfit employees
Factor 3 — Work — time demands

. Extracurricular supervision

. Extended work day

e  Balancing demands — job/family
Factor 4 — School Context

. Reputation of school

e  Location of school

. Socioeconomic composition

. Enrollment size of school
Factor 5 — Objective — salary/benefits

. Salary

e  Retirement benefits

. Salary versus position demands

e  Flexible vacations
Factor 6 — Work — External relations

. Site-based councils

e  Partnerships/fundraising

. Laws/regulations/policies

. IDEA/504 issues
Factor 7 — Critical Contact

. Encouragement from educators to remain

e  Attend conferences

. Support from superiors

e  Attending required meetings
Factor 8 — Work — management tasks

. Define staff roles

e  Registration of students

. Master schedule

. FTE management
Factor 9 — Work — fiscal management

. School budgeting

e  Adequate funding

1-N/A 2 — Not important 3 — Important 4 — Very important
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Appendix B

CONSENT FORM

Project Title

The High School Principals’ Perceptions of the Demands,

Constraints, and Choices in Their Work as Instructional Leaders

Why is this research
being done?

This is a research project being conducted by Dr. Hanne

Mawhinney and Darryl L. Williams at the University of Maryland,
College Park. We are inviting you to participate in this research

project because you were nominated by the community
superintendent because of your years of experiences as a hig
school principal and role as an instructional leader and The
purpose of this research project is to get your perceptions of
demands and constraints of your role as principal and the chg
that you make in order to focus on instructional leadership. W
are seeking this information that may contribute to the role as
instructional leaders and the actions to support that role,
reexamination of training programs and professional
development opportunities for principals, and the promotion a
retention of high school principals.

What will | be asked
to do?

The procedures involve a quick survey identifying the
instructional and non-instructional demands of the job as high
school principal. You will be asked to participate in 2 hour

interview sessions with the researcher where you will describ
demands and constraints of your job. Based on your respons

you will be asked to participate in other interview sessions with

the researcher to describe your choices fully and provide any
documents, portfolios and memos to support your responses.
These interviews will take placed at your school or other agre
upon location. These interviews will be recorded and later
transcribed. The estimated number of sessions is three or un
the data are saturated. Interview Questions for the high schog
principals:

Demands

What are the demands of your job that related to instruction?
Why are these demands?

What are the demands of your job that do not relate to
instruction? Why are these demands?

What is the regular work that cannot be delegated? Why?
Describe the working relationships with your principal
supervisor, assistant principals, department chairpersons,
students, teachers, and parents.

What is the occasional work of your job? What is your work @
site-based committees? What is your work with county-wide
state committees?

What are the time demands of your job? Are there certain ho
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that you have to acquire during the day?
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Exercise (Rosemary Stewart) Consider demands from the
following sources:

Subordinates: the minimum time that must be spend with
subordinates to avoid penalties

Boss: What your boss expects and you cannot ignore without

penalty

Peers: The request for services, information, or help from peopple

outside your unit that you cannot ignore or delegate without
penalty

People outside the organization: Requests for services,
information, or help that you cannot ignore or delegate withou
penalty

—

Administrative demands: returns, budgets, and other procedures

that cannot be ignored or wholly delegated; Meetings that car
be skipped

not

In deciding on the demands under each of the headings above you
will need to consider how serious are the penalties for not doing

them

Constraints

What are the financial constraints?
What are the staffing constraints?

What are the organizational policies and procedures that cause

constraints?

What is your organizational structure?

Common constraints that limit a manager’s choices are listed
below. Describe the following:

Resource constraints, including buildings

Legal and trade union constraints

Technological limitations of equipment and process

Physical location

Organizational policies and procedures; roles and

responsibilities of administrators; standard operating procedures

Attitudes that influence what actions other people will accept or

tolerate
Choices
Describe your actions to focus on instruction.

What impacts these decisions? Who impacts these decisions”

Within your unit:

What is delegated?

What emphasis is place on different aspects of the job?
What are the changes in the nature of the work?

Are there any changes in the methods, organization and
technology

Describe your leadership style. Give examples.

Within the management team(s); administrative team and
instructional leadership team

?
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Who has influence?

How do you share the tasks?

What role do you play?

Boundary management:

How and when do you protect the unit from disturbance?
When do you permit changes in outputs or inputs?

Upwards:

When and how do you influence the boss and other senior
managers?

When and what do you delegate up?

When and what do you delegate down?

Elsewhere in organization:

When and how do you work with other parties?

When do you empower and allow others to become experts?
Outside the organization:

How do you establish professional contacts?

How do you develop networks and bargaining strategies?
Questions from Choices For The Manager, Appendix 2, p. 12
What are your key tasks including whether the jobholder saw
one job or a combination of different kinds of jobs?

What is the scope of your job including the number of
subordinates?

How is your job performance assessed?

What was distinctive about the job compared with any with
similar titles in the organization?

What is the work that had to or could, be done by the manage
unit, divided between work input, conversion and output?
What work could or could not be delegated and why it could n
List the decisions in which the manager gets involved/got
involved?

What is the membership of any work teams?

What could the manager do to limit disturbances to the unit?
What opportunities do you have for innovation?

What kind of work that the manager could do outside the unit
which a checklist was provided as well as comments being
invited?

What are the different kinds of constraints? What could be dc
to reduce any of them?

How has the job compared with the manager’s previous jobs
the opportunities for choice?

What does the manager do that another job holder might not
What are the choices in the range of contacts and the time sp
with different types of contact?

it as
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What about
confidentiality?

We will do our best to keep your personal information

confidential. To help protect your confidentiality, you and yorL:lr

school will receive pseudo names. All data, documents, me
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and portfolios will be locked in a filing cabinet off of the prope
of Eastland School District. The surveys are anonymous and
not contain information that my personally identify you. A cod
will be placed on the survey and other collected data and thrg
the use of an identification key, the researcher will be able to
your survey and transcripts to your identity and the researche
will have access to the identification key.  If we write a repo
article about this research project, your identity will be protect
to the maximum extent possible. Your information may be sh
with representatives of the University of Maryland, College Pa
or governmental authorities if you or someone else is in dang
if we are required to do so by law.

In accordance with legal requirements and/or professional
standards, we will disclose to the appropriate individuals and
authorities information that comes to our attention concerning
child abuse or neglect or potential harm to you or others.

What are the risks o
this research?

f There may be some risks from participating in this research s
such as fear in speaking your truth, or making derogatory
comments about staff or sharing differences of opinion about
the school system functions. The researcher will maintain
confidentiality and identities will not be revealed.
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What are the
benefits of this
research?

This research is not designed to help you personally, but the
results may help the investigator learn more about principal
training programs and promotion and retention of high school
principals. We hope that, in the future, other people might be
from this study through improved understanding of the role of
high school principals.

nefit

Do | have to be in
this research?
May | stop
participating at any
time?

Your participation in this research is completely voluntary. Yd
may choose not to take part at all. If you decide to participate
this research, you may stop participating at any time. If you
decide not to participate in this study or if you stop participatir
at any time, you will not be penalized or lose any benefits to
which you otherwise qualify. However, if you decide to withdr
from the research after the quick survey, then this will prolong
data collection process for the researcher.
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What if | have
guestions?

This research is being conducted by Dr. Hanne Mawhinney,
Department of Educational Leadership, Higher Education ang
International Education at the University of Maryland, College

please contact Dr.Mawhinney a t301-405-4546 or
hmawhinn@umd.edu

If you have questions about your rights as a research subject
wish to report a research-related injury, please contact:
Institutional Review Board Office, University of Maryland,
College Park, Maryland, 20742; (e-mailp@deans.umd.edu

Park. If you have any questions about the research study itse

f1

or

(telephone) 301-405-0678
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Maryland, College Park IRB procedures for research involvin
human subjects.

This research has been reviewed according to the Universityﬁf

Statement of Age of{ Your signature indicates that:

Subject and Conse

Nt you are at least 18 years of age,
the research has been explained to you;
your questions have been fully answered; and

you freely and voluntarily choose to participate in this resear
project.

Signature and Date

NAME OF SUBJECT

SIGNATURE OF SUBJECT

DATE
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Appendix C

Interview Questions for the high school principals taken from examples in Rosemary

Stewart (1982). Choices for the manager, Appendices, pp125-140.

Demands

1.

2.

8.

What are the demands of your job that related to instruction? Why are these
demands?
What are the demands of your job that do not relate to instruction? Why are these
demands
What is the regular work that cannot be delegated? Why?
Describe the working relationships with your principal supervisor, assista
principals, department chairpersons, students, teachers, and parents.
What is the occasional work of your job? What is your work on site-based
committees? What is your work with county-wide or state committees?
What are the time demands of your job? Are there certain hours that you have to
acquire during the day?
Exercise (Rosemary Stewart) Consider demands from the following sources
a. Subordinates: the minimum time that must be spend with subordinates to
avoid penalties
b. Boss: What your boss expects and you cannot ignore without penalty
c. Peers: The request for services, information, or help from people outside
your unit that you cannot ignore or delegate without penalty
d. People outside the organization: Requests for services, information, or
help that you cannot ignore or delegate without penalty
e. Administrative demands: returns, budgets, and other procedures that
cannot be ignored or wholly delegated; Meetings that cannot be skipped
In deciding on the demands under each of the headings above you will need to
consider how serious are the penalties for not doing them

Constraints

arwnE

What are the financial constraints?
What are the staffing constraints?
What are the organizational policies and procedures that cause constraints?
What is your organizational structure?
Common constraints that limit a manager's choices are listed below. Débkeribe
following:
a. Resource constraints, including buildings
b. Legal and trade union constraints
c. Technological limitations of equipment and process
d. Physical location
e. Organizational policies and procedures; roles and responsibilities of
administrators; standard operating procedures
Attitudes that influence what actions other people will accept or tolerate

o
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Choices
1. Describe your actions to focus on instruction.
2. What impacts these decisions? Who impacts these decisions?
3. Within your unit:
a. What is delegated?
b. What emphasis is place on different aspects of the job?
c. What are the changes in the nature of the work?
d. Are there any changes in the methods, organization and technology
e. Describe your leadership style. Give examples.
4. Within the management team(s); administrative team and instructiodat$é#
team
a. Who has influence?
b. How do you share the tasks?
c. What role do you play?
5. Boundary management:
a. How and when do you protect the unit from disturbance?
b. When do you permit changes in outputs or inputs?
6. Upwards:
a. When and how do you influence the boss and other senior managers?
b. When and what do you delegate up?
c. When and what do you delegate down?
7. Elsewhere in organization:
a. When and how do you work with other parties?
b. When do you empower and allow others to become experts?
8. Outside the organization:
a. How do you establish professional contacts?
b. How do you develop networks and bargaining strategies?
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Appendix D

Maryland Instructional Leadership Framework

Instructional Leadership
Outcome

Evidence in Practice

1. Facilitate the
Development of a School
Vision

The principal is able to demonstrate that there islre:

1.1A written school vision that encompasses valciesllenges, and opportunities for the academic,
social, and emotional development of each student

1.2A process for ensuring that all staff and o#tekeholders are able to articulate the vision
1.3Procedures in place for the periodic, collabeeateview of the vision by stakeholders
1.4Resource aligned to support the vision

2. Align All Aspects of a
School Culture to Student
and Adult Learning

The principal is able to demonstrate that there islre:

2.1 Mutual respect, teamwork, and trust in dealwgh students, staff, and parents

2.2 High expectations for all students and teachea culture of continuous improvement

2.3 An effective school leadership team

2.4 Effective professional learning communitiegiadid with the school improvement plan, focused
on results, and characterized by collective respditg for instructional planning and student
learning

2.5 Opportunities for leadership and collaboratieeision making distributed among stakeholders,
especially teachers

3. Monitor the Alignment of
Curriculum, Instruction,
and Assessment

The principal is able to demonstrate that there islre:

3.1 Ongoing conversations with teachers as to hate sontent standards, voluntary state
curriculum and/or local curriculum, and researchdabinstructional strategies are integrated into
daily classroom instruction

3.2 Teacher assignments that are rigorous, punploseid engaging

3.3 Student work that is appropriately challenging demonstrates new learning

3.4 Assessments that regularly measure studenémad the content standards

4. Improve Instructional
Practices Through the
Purposeful Observation and
Evaluation of Teachers

The principal is able to demonstrate that there igre:

4.1 A process to determine what students are rgadiriting, producing, and learning

4.2 Use of student data and data collected duniegbservation process to make recommendations
for improvement in classroom instruction

4.3 Formal feedback during observation confereaseasell as ongoing informal visits, meetings,
and conversations with teachers regarding classiostmuction

4.4 Regular and effective evaluation of teachefopmance based on continuous student progress
4.5 |dentification and development of potentidical leaders

5. Ensure the Regular
integration of Appropriate
Assessments into Daily
Classroom Instruction

The principal is able to demonstrate that there igre:

5.1Multiple and varied assessments that are catidively developed

5.2Formative assessments that are a regular ptime aingoing evaluation of student performance
and that serve as the basis for adjustments tgi&n

5.3Summative assessments that are aligned in f@neatontent with state assessments
5.4Appropriate interventions for individual studebgased on results of assessments

6. Use Technology and
Multiple Sources of Data to
Improve Classroom
Instruction

The principal is able to demonstrate that there igre:

6.1Effective use of appropriate instructional temlbgy by students, staff, and administration
6.2 Regular use of the MSDE websites (Maryland Repard and School Improvement)

6.3 Review of disaggregated data by subgroups

6.4 Ongoing root cause analysis of student perfoomahat drives instructional decision making
6.5 Regular collaboration among teachers on amajygiudent work

7. Provide Staff with
Focused, Sustained,
Research-based Professional
Development

The principal is able to demonstrate that there igre:

7.1 Results-oriented professional developmentishaligned with identified curricular,

instructional, and assessment needs and is coantecsehool improvement goals

7.2 Opportunities for teachers to engage in coliade planning and critical reflection during the
regular school day (job-embedded)

7.3 Differentiated professional development acaaydo career stages, needs of staff, and student
performance

7.4 Personal involvement in professional developraetivities

7.5 Professional development aligned with the Margll Teacher Professional Development
Standards

8. Engage All Community
Stakeholders in a Shared
Responsibility for Student
and School Success

The principal is able to demonstrate that there islre:

8.1 Parents and caregivers welcomed in the schnoburaged to participate, and given information
and materials to help their children learn

8.2 Parents and caregivers who are active membére school improvement process

8.3 Community stakeholders and school partnersreadily participate in school life
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Overview of the Four-Frame Model
Bolman and Deal (2008) p. 18
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Frame
Structural Human Political Symbolic
Resource
Metaphor for ~ Factory or Family Jungle Carnival,
organization machine temple, theater
Central Rules, roles, Needs, skills,  Power, conflict, Culture,
concepts goals, policies, relationships competition, meaning,
technology, organizational metaphor,
environment politics ritual,
ceremony,
stories, heroes
Image of Social Empowerment  Advocacy and Inspiration
leadership architecture political savvy
Basic Attune Align Develop agenda Create faith,
leadership structure to organizational and power base beauty,
challenge task, and human meaning
technology, needs

environment
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Choosing a Frame
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Question If Yes: If No:
Are individual commitment Human resource Structural
and motivation essential to Symbolic Political

success?
Is the technical quality of  Structural
the decision important?

Human resource
Political

Symbolic
Are there high levels of Political Structural
ambiguity and uncertainty? Symbolic Human resource
Are conflict and scarce Political Structural
resources significant? Symbolic Human resource
Are you working from the  Political Structural
bottom up? Human resource

Symbolic

Bolman and Deal (2008) p. 317
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Appendix G

Reframing Organizational Change

Reframing Organizational Change

FRAME BARRIERS TO CHANGE ESSENTIAL
STRATEGIES
Structural Loss of direction, clarity, =~ Communicating,
and stability; confusion, realigning, and
chaos renegotiating formal
patterns and policies
Human resource Anxiety, uncertainty; Training to develop new
people feel incompetent and skills; participation and
needy involvement; psychological
support

Political

Symbolic

Disempowerment; conflict Create arenas where issues
between winners and losers can be renegotiated and
new coalitions formed

Loss of meaning and Create transition rituals;
purpose; clinging to the past mourn the past, celebrate
the future

Bolman and Deal (2008) p. 379
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Appendix H

NVivo Analysis Charts — Summary of Principals’ Respes to Leadership Frame with the Maryland

Instructional Leadership Framework

Data supported the category and 0 = no dataostqd the category
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Appendix |
NVivo Analysis — Principals’ Responses
4 = four principals responded to the category, 3 = three principals responded to the

category, 2 = two principals responded to the category, 1 = one principal responded to the
category, and 0 = no one responded

S - Q >
So ET, Ea g g . 2.
S  =c = 8¢S S 5= o3 (= =Sk
5] c S ®© g n [} © =T c o o)
& o £ o€ <59 o2 £ S8+ ~ O E Eo
S Ex Eoa it &= 5 o= 55 2 L'?m s Eo
= 9 = =] gt; o ® 328 .. 9O o C
T 2= 988 ans¢ < 0 F2S8 ogl o¢
¥ ©£g4 Es  pd 2Bz 28 B
< 3 =2 = — . ® 2 0o ez
m O LLl LL I
1: Human
4 3 3 1 0 2 2
Resources Frame
2 : Political
3 2 1 1 0 1 0 3
Frame
3 : Structural
4 4 4 4 0 1 1 4
Frame
4 : Symbolic 4 2 2 2 0 0 o 1

Frame




186

Appendix J

NVivo Chart — Principals’ Responses

Data supported the category and O = no data supported the category
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Glossary

Administrative Team — consists of principal and assistant principals.

Assistant Principal — Eastland School District (2010) describes the assistant principal as
an administrator that assists with administering and supervising the total pcogram

and providing educational leadership for the students and staff members comnstatent
the educational goals of the community. Functions include establishing #&eclima
conducive to learning, planning, and coordinating programs, effecting change, and
decision-making.

Business Manager (School-based) Eastland School District (2010) describes the
business manager as the individual who provides overall leadership related to the
financial management of the school, facility management, and management of other
aspects of the school not directly related to the instructional program. Therpskall

be responsible for the school's budget and financial functions in accordance with Boa
policy and regulations; oversees the use of the facility; provides guidafe@itservice
school personnel, transportation, purchasing and procurement programs; coaborate
with the school leadership team to effectively manage human resources; émsures
school derives maximum benefit from its budget. Business Manager contributes to the
school's overall development as an active member of the school leadership team. He
she is responsible for providing comprehensive and accurate financial intorrwati
school leadership and the Board in a timely manner to enable the school to plan and take
appropriate management action.

Department Chairperson (resource teacher}y Eastland School District (2010)
describes the department chairperson (high school resource teacherchsratba
supervises a department of teachers. The department chairperson (resmires t
provides leadership to departments or subject field(s) within high schools under

supervision of school administration. A department chairperson (resourcerfeache
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supports classroom teachers in the instructional program, serves as anonsirale
model, supports the development of a professional learning community within the
department and school, observes and analyzes instructional practices relateleiste
professional growth and evaluation, collaborates with supervisors and colleagues
instructional issues, takes a leadership role in the handling of instructiomaioes
supports the development of the master schedule, keeps current on content and best
practices in the specified subject field, and serves as a liaison to tred offiite on

subject matter and instructional issues.

Distributed Leadership — Spillane (2006) stated that distributed leadership means more
than shared leadership. It is the collective interactions among leadersefsllawd their
situation that are paramount. Three elements are essential to distributeshigade
leadership practice is the central and anchoring concern; leadershipepiagenerated

in the interactions of leaders, followers, and their situation; each elene=seistial for
leadership practice; and the situation both defines leadership practice anded def
through leadership practice.

Instructional Leadership — Developed by Hallinger (2011), the Instructional Leadership
model with three dimensions: defining the school's mission; managing the istalicti
program (focusing on supervising and evaluating instruction, coordinating the
curriculum, and monitoring student progress); and promoting a positive schoolgdearnin
climate (protecting instructional time, promoting professional developmehtaining
high visibility, providing incentives for teachers, and providing incentives fonilegy.
Instructional Leadership Team— consists of principal, assistant principal(s),
department chairpersons, and other key staff, students, and parents as defiaddury th
principals in this study.

Instructional Technology Specialist— Eastland School District (2010) describes the
Instructional Technology Specialist as the staff person that providesed td user

support and technology administration. Based on the assigned level, this work may
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include analyzing and resolving problems related to workstations, networks, sangers
printers; performing systems analysis; designing and implementing eatfan

changes; and performing related duties as required or assignedar{@&sthool District;
Job description, website)

Maryland Instructional Leadership Framework — The Maryland Instructional
Leadership Framework (MILF) (2005) consists of eight outcomes: facilitate
development of a school vision; align all aspects of a school culture to student and adult
learning; monitor the alignment of curriculum, instruction and assessment; improve
instructional practices through the purposeful observation and evaluation of teachers;
ensure the regular integration of appropriate assessments into dailgaassstruction;

use technology and multiple sources of data to improve classroom instruction; provide
staff with focused, sustained, research-based professional development; ardadingag
community stakeholders in a shared responsibility for student and school success.
Media Specialist— Eastland School District (2010) describes the media specialist as the
individual who plans and administers the school's library media program. The media
specialist plans and provides direct instruction to students and training to stadfjesa
library media center material, facilities, and equipment; and communtbateshool

library media program to administrators, staff, students, parents and therbroade
community.

Paraeducator— Eastland School District (2010) describes the paraeducator as the staff
person that assists teachers by performing a variety of taskgohabte student learning
and well being. Duties involve working with students individually and in small groups
assessing performance, reinforcing instruction, motivating learnisigtiag with

classroom management, clerical, and other non-instructional work. (Eastland School
District’ website)

Staff Development Teacher Eastland School District (2010) describes the staff

development teacher (SDT) as someone who fosters the development and growth of
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professional learning communities within the school and facilitatesnatedded staff
development. In collaboration with administrators, teachers and other stakehblelers, t
SDT supports the goal of building staff capacity to meet system-wide ahddbhcel

initiatives to increase student learning (Eastland School District, 2010)
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