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Abstract

Considerable research has been conducted both in the area of
educat1ona3 change and ,in the role of the principalship. This research
has produced an extensive amount of literature on educational change as a
planned process; however, it has really neglected to illustrate change
from the principal’s perspective. As the principal is often the key
individyal responéib]e for 1mp1gmenting changes at the school level, it
seems appropriate to examine change from the principal’s perspective.

The primary purpose of this study was to ascertain the attitudes of
four principals toward change and toward their role in initiating and
facilitating change within their schools. The study also examined the
skills and strategies the principals identified as being important for
-implementing ghange in the school environment.

This investigation was designed as a non—experﬁmenta], descriptive
study intended to obtain a rich and cpmpF;hensive understanding of
pr1nc1pa1sf perceptions toward fheir role in bringing about change. The
four principals who ‘participated in the study varied 1; their years of
experienée, and three of the participants were principals of elementary
'schools, while one was the principal of an elementary-junior high school.
Extensive, semi-structured interviews Qere conducted to collect the data,
" and this allowed the researcher to probe for more detailed information

ffom the four participants. . Open-ended questions also eﬁ bled thé
researcher. to attain thorough descriptions from each inte§V1ewee, and to

develop greater insight as to how the four principals interpreted fheir

role in relation to change. Data analysis was ongoing throughout the

iv



study and follow-up interviews were scheduled to enable 2ﬁ§ Eesearcher to
- N ;s’ )
\ : S
confirm interpretations made from the interview data,

The four principal participants viewed change as a process involving
“the attitudes and perSOna1hbeliefs of individuals 1nvo1ved; The; viewed
themselves as having to create a positive éfmosphere that was receptive
. to change, and having to communicate their personal goals and beliefs ko
staff members. They viewed owneref*p\ggzanxquortant aspect in bringing
about change, and they identified se eral strategies which they felt wére
helpful in 1mp1ément1ng change, such a ~involving teachers in decision
making, providing necessary resources, and provid1ng instructional time
for teachérs to become more knowledgeable about an innovation. “

Several themes were also 1dent1f1ed from the descriptive findings.
The interviewees expressed varied att{tudes regarding the notions of
timing, personal responsibility, decision making, and effective
1eadersh{p._‘The research also hfgh]ighted the idea that somé of the
principals regarded change implementation as an integral part of living

and learning, while others perceived it as being a responsibility within

their administrative role.
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Chapter 1

-~ Introduction and: Statement of the Problem

Throughout the last two decades schoo]s have experienced a number of

changes in curr1cu1um and instruction. Programs and practices have been

' modified or replaced with the 1ntent1on of 1mpfov1ng schoels, or, more

specifically, of improving stndent learning. Since a major educational

goal is to hejp students learn, an effect1ve eehoo1 may be regarded as
one that. constantly seeks to improve student {earn1ng. A key person in -
this process s the principal. Thepprincipag Ean be an initiator of
changes resulting from schoel—based goals and objectives, or she/he can
be a faci11tator of changes mandated at the prov1ncial or school board
1eve] . The principal’s vision for the schoo], and the goals held by the
adm1n1strat1on and staff, provide a foundation from which decis1ons for
sch001 1mprovement are made. t

Given that princ1pa1s are u1t1mately responsib]e at the school 1%1&1

for the 1nstruct10na1 program, the supervision of teachers, the

" management of schedules and the communication between the school and

community, they are~1n a powerful position to promote or inhibit change.
Severai researchers who have examined'hhe relationship of leadership and
change suggest that the principal is the key agent to influencing change
within the school. Fullan (1982) refers to the Rand study supporfing
educational change and cites Berman and McLaughlin’s cqnclusion; that
"projects having the active support of the principal were the most likely
to fare well” (p. 135). The actions principals demonstrate to show

support for new programs or projects may depend on how they viey*the



change process and regard their role in facilitating change.

Because prinéipa]s aré frequent]y faced with this responsibility, it
seemed appropriate to discover how principals viewed this process and
regarded their role in 1gft1at1ng and facilitating change. Such
knowledge based on principals’ own reflections should be helpful to"

prospective school administrators.

Justification for the Study

Although implementing change is one of the pr1nc1pa1;s many ’
responsibilities, it is often a very demanding and t1me—consum1n9’one.
While there is an extensive amount of literature on chéhgé a$ a/planned
process, few studies have described change from the perspecﬁj&e of thé
initiator and implementor, Therefore, it seems worthwh1le’£o q58m1ne the
princ{pa1’s role 1n_jn1t1at1ng and facilitating change from tﬁe

principal’s perspective.

Purpose of the Study
The objective of this study was to exam1ne'the perceptions of four
principals toward change and toward their role in initiating and

faci]itating change.within their schools. .More specifically, the study

e 3
.

addressed the following questions: »/
1. How did princ1pa1s view change?
2. How did principals view their role in relation to qbgngé?

3. What did principals do to impiement change in their schools?

A



Definition of Terms

For the purpose of this study, the following definitions have been
used: | '

Inndxatjon: Refers/to any program, process or practice-—new or not
--that 1s new to a person. ‘b

Change:: Any a]ierat1on'1n the status quo which is intended to
improve student learning. ‘

Change Process: How the change or innovation 1s'brought about.

Planned Change: Refers to the deliberate actions aimed at making
change more 1likely, |

Change Facilitator: Refers to anyone who supports or encourages a -.

change within a particular setting.

éssumg£1ons
| The. following assumption was‘made: The infofmat1on provided by
principals during the interviews was an accurate reflection of their
1deas, opinions and feelings-about chanée and their role in implementing

change.

Q§11m1tgtjons
Th1§ study was delimited to the reactions of four priﬁ%ipals in one
school district, so that extensive and in-depth interviews would be '

possible with each participant.

Limitations
Th1§;§iudy was limited in that the data were collected solely from

interviews. The interview presents limitations in that it requires



respondents to use memory recall of previous events.: However, since
principals had time togreflect during the interviews and could use their
transcripté to aild recall and confirm eaf11er statements, this was not

considered a serious limitation.

Organization of the Thesis

Chepter 1 has 1introduced the problem and objectives of the study.

The Titerature perta1n1ng to chenge models, leadership, goal setting and
moral judgment 1S reviewed in Chapter 2. In Chapter 3 the methodology,
research procedures, and data- co]]ection techn1ques used in the study are
out11ned. Chapter 4 provides a content analysis of the interview data
relating to the Pesearch quest1ons and Chapter 5 highlights the themes
that emerged from the content analysis. In Chapter 6, the f1nal chapter
of the thesis, a summary of the study is presented, a]ong with personal

!
4

ref]ect1ons and implications for prospective principals.



Chapter 2
Review of Related Literature

Principals are faced with two very 1mportant cons1derations when
they are attempting to implement change for school improvement. First,
they must congider the nature of the change or innovation they are
~ attempting to 1mpTamgnt. Secondly, and perhaps most -importantly, they
need to understand change as a process in order to plan for or lead the
change successfu]1y ‘

Prior to 1975 most_of the research in the area of educational change
focused on specific innovations or changes being implemented during this
time. Innovations such as new mathematics programs, open—area classrooms
and team teaching were some of the topics highlighted by researchers
during the 1960s and early 1970s. More recent studies addressing change
focused on the process of change rather than on the change 1tse1f.
Researchers have developed models which outline and clarify the change
process as they see it. Literature resulting from these more recent!"L
studies of change also suggests that the principal, as head of the schqol
organization, 1s the key person in leading any" organizational change.
During the past decade an extensive amount of literature has been written
on the process of change. However, a somewhat limited amount of
1nf6rhat1on exists regarding fhe principal’s role 1in faciljtating ceange.
Very few stud193‘1dent1f} the strategies and skills that principals use
to manage change in their school improvement efforts.

Bacause this study examines principals’ perceptions of the change

process and of their role in facilitating change, the purpose of'this
|

2
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chapter is to present a unified discussion highlighting four }e]ated 3

bodies of literature. The first section of this r9v1ew examines research

e

on the change process by identifying various models of change and their
comporients. .The second section presents the leadership skills and
strategies viewed aé important for pr1ncipéls initiating or facilitating

change. Research and theories related to goal setting and the -

-principal’s vision for the school are examined in the third section,

i

while the fourth and final section highlights the influence of personal

values and moral judgment on the principal’s vision for the school.

Models of Change ' -

In their efforts to understand how new educational programs can be

put into practice, researchers have developed several models outlining
v

the bhange process or certain aspects of it.

The Berman and McLaugh11nrmbdel. In 1975 a nationwide study was
conddcted by the Rﬁnd Corporation to 1nvest1gate‘the issue of change 1n
schools. ~RAND res%archefé Berman and McLaughlin ;1976) sought to
identify what neeiﬁd to be done for successful change to occur. From
their study, Bermdn and McLaughlin viewed the -innovation process as
con&ist%ng of thvée stages: 1initiation, implementation and
1ncdrporation. ﬂithin the initiation stage those involved in the
organization gehérate plans and make decisions regarding p;ogréms and
resources. They emphasize that decision making 1s an inherant part of
this stage beqéuse those involved in facilitating the change shoula
decide which programs or innovations they will support. Berman and

McLaughlin gﬁso hypothesize that “"the support and commitments madeljn the

1n1t1ationxberiod affect what happens when project implementation begins"



(p. 349).

The second stage within their model which they identify as being
crucial is the implementation stage. It is during this phase that the
prothm‘or innovation is transformed into practice. Many educational
innovations never shift totally into reality because they are not
properly implemented. Within their model, Berman and MclLaughlin (1976)
regard implementation as a complex organizational process involving three

types of interactions between the innovation and the institutional

*

setting:

: 3

1. Adaptation of both the project design and the institutional
setting; we call this mutual adaptation.

2. No adaptation on the part of either project or setting;
this lack of change, which we call nonimpliementation,
typically occurred in instances where the district p]ayed
an indifferent host or projects were overcome By
implementation problems. ' ) _

3. Project adaptation to the indifference and resistance to
change on the part of project participants but no change by
participants themselves; this one-way process could be
ca]]ed>ggogtatjon of the project by its host. (p. 352)

In their observations, Berman and McLaughlin point out that mutual
adaptation occurfed only in s1tuat1on§_whefa oppoftun1t1es for probiem
solving existed during initiation. This observation may imply that
implementation 1s most 1ikely to be successful when administrators and
users are involved in decision making from the outset. |

The final stage of innovation is 1abei1ed incorporation, which
occurs when the 1nhpvat10n or change cont1nueston after implementation.
The innovation 1s no 1ongé} ‘special’ and becomes»part of the routine
behavior of members within gﬁe organization. 1In out]in1ng thesgytﬁ?ee
stages of innovation, Berman and McLaughlin recognize that eaphﬁis

largely affected by the type of innovation itself, those involved in the

change and the organizational setting in which the change takes place.



The Fullan model. Fullan (1982), yﬁo also views change as a

process, presents a model which he entitles "A Simplified Overview of the

Change Process."” Figure 1, displaiing Fullan’s model of the change

Initiation |&——)| Implementation |¢—) | Continuation > Outcome

Figure 1. A simplified overviey of the
change process (Fullan, 1982, p. 40)

process, illustrates that change is not a 1inear process. Fullan
explains the design of the model by stating that “"the two-way arrows
imply that it is not a linear process but rather one in which events at
one phase can feed back to alter decisions taken at previous stages,
which then proceed to work their way through in a copt1nuous interactive
way" (p. 40). Although Fullan’s model does not make refefence to the ’
scope of change, ﬁhose who initiate the chénge, or the time frame %n
which the change occurs, he eQ;ands on the model by stating that all of
these factors must be taken into consideration when one‘1é trying to
fé§111tate change. Fullan emphasizes that the basic belief evolving from
the hode] is that “change is a process, not an event" (p. 41).

The Lewin model. Like Fullan, Kurt Lewin developed a genseral model

for explaining the change process. In their examination of change’
models, Blanchard and Zigarmi (1981) cite Lewin’s theory of the change
process. Lewin identifies three phases within the change process:
unfreezing, changing and refreezing. During the first phase of
bunfreez1ng, the individuals in the organization are prepared for change.

Blanchard and Zigarmi suggest that this phase of Lewin’s model is

-



a thawing out process through which the forces acting on
individuals aré rearranged so that they now see the need for
change. In brief, unfreezing is the breaking down of the
mores, customs, and traditions of individuals--the old ways of
doing things--so that they are ready to accept new
alternatives. (p. 40)

Unfreezing, therefore, is a process of making the 1nd1v1du§1 or the group
involved in the change ready for accepting new alternatives.

The second phase that Lewin identifies is that of changing. This
phase occurs once the individuals in the organization are ready to
change. Changing occurs wken individuals learn new behavior patterns
exemplifying the change. In Lewin’s view, changing reguires that the
individual identify with a model in order to learn neﬁ behaviors, and
then successfully pract1qe‘these pehaviors to internalize them.

During the final phase‘of refreezing, the change becomes integrated
into the individual’s routine behavioral pgttern. vBlanchard and Zfgarmi
(1981) refer to Schein’s explanation of refreezing. They interpret
Schein’s contention by stating that

if the new behavior is 1nterna11zed while it is being learned,

this automatically facilitates refreezing because the behav1our

has been integrated into the individual’s personality. If it

has been learned through identification, it will persist only

as long as the person’s relationship with the original model

persists. (p. 41) '
Schein’s belief supports the idea that it is important for individuals
involved in a change to be in an env1fonment that continually re1nf0rcé§
behavior complementing the change. In their interpretation of Lewin’s
model, Blanchard and Zigafm1 suggest that the prob]em'with most change
attempts in schools is that the unfreezing and refreezing phases never
occur. New programs or practices are sometimes introduced to teachers
before they are ready or prepar%d for the change.

»

.
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Change Strategies {
Some researchers narrow their focus on the éhange process 1in order

to identify change strategies. Benne and Chin (iksg) recognize the

following three strategies for changing: emp1n§c 1-rational, normative

re-educative and power coercive (p. 31). w1th1\;‘uothar mode] seven pure

strategies for change are identified by 01%§sk (TD#?) The strategies
'-" \,”,'A o
are as follows: fellowship, pol1t1caﬁy)% c&h& 'N
i’w

military and confrontation. Havelock (1973) also 1nterprets the change

Ham1c engineering,

process by categorizing strategies for change. His six-stage mode)
entails the following stages:
1. building a relationship;
2. diagnosing the problem;
3. acquiring relevant resources;
4; choosing the solution;
5. gaininé acceptance;
6. stabilizing the innovation and genaerating self-renewal.
o All of these researchers emphasize strategies for change within their
models and recognize that there is a need for assistance in implementing

change.

Change as staff development. Other researchers regard change as

being a process of staff development.‘ Joyce and Showers (1980) state
that there are five components essential for fundamental change. ' For
individuals to internalize new behav1ors and skills, they must be

" involved in training offering theory, demonstration, practice, feedback \
and coaching. Joyce and Showers state that whether we teach ourselves,

or whether we learn from someone else, our training in the change can be

categorized into several levels of impact. The levels they identify are:
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1. Awareness - At the awareness level we realize the
importance of an area and begin to focus on it. .

2. Congepts and Organized Knowledge - Concepts provide
intellectual control over relevant content. .

3. Principles and Skills - Principles and skills are tools for
action. . . . At this level there is potential for action
--we are aware of the area, can think effectively about it,
and possess the skills to act.

4. Application and Problem Solving - We transfer the concepts,
principles and skills we have learned to the classroom.

(p. 380)

Joyce and Showers state that change really occurs only after the fourth
level has baen reached. The model created by Joyce and Showers
recognizes thé change process as being one of putting theory into
pract1;e.

Change as personal experience. Hord, Rutherford, Huling-Austin, and
Hall (1987) and Fullan (1982) view change as a highly personal
experience. Hord et al, state that "effective change facilitators work
with people in an adaptive and systematic way, design1ng interventions
for clients’ needs, realizing that these needs exist in particular
contexts and settings” (p.vJ). The Concerns—Baséd.Adoption Mode]l (CBAM)
shown in Figure 2 illustrates the three components which they identify as
being involved in the change process. These three components are Stageg’
of Concern, Levels of Use and Innovation Configurations. Within the
model there are 1nterac£1ve factors between the users and noﬁuéers of the
innovation, and the change facilitator. |

The Stages df Concern component refers to the stages through which
individuals within an organization progress as they adopt an innovation.
Figure 3 briefly describes the stagesf which are Awareness,
Informational, Personal, Management, Consequence, Collaboration and
Refocusing. Hord et al. (1987) refer to the developmental nature of .

concerns that exist within the Stages of Concern framework (p. 30).
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Stages of Concern Expressions of Concern

6 Refocusing I have some ideas about something that
1 would work even better.
M
P 5 Collaboration Am I concerned about relating what I am
A doing with what other instructors are
C doing?
T

4 Consequence How 1s my use affectiMg kids?
T
A 3 Management I seem to be spending all my time
S gettira material ready.
K

2 Personal How will using it affect me?
5
E 1 Informational I would 1ike to know more about 1t.
L
F 0 Awareness I am not concerned about it . . . (the

innovation).
Figure 3. Stages of concern (Hord, Rutherford,
Huling-Austin, & Hall, 1987, p. 31)

These three developmental concerns are “self, task, and impact.” Self

concerns exist when the individual is in the egrly stages of involvement
with the innovation, and wants to know more about it. Task concerns
arise as the individual begins to use the innovation and management
concerns arise. Impact concerns evolve when the individua) has used the
tnnovation efficiently and has concerns about how the innovation affects
others. As teachers progress through the change énd impact concerns
arise, they are already refining the 1nnov£t1on to produce‘better results

with their students..
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Atnother interactive component of the CBAM 15 the Levels of Use that
individuals exper fence with a particular change. Figure 4 1}lustrates
the levels of Nonuse, Orientation, Preparatian, Mechanical Use, Routine,

Ref inement, Integration and Renawal.

]

Nonuse No action 1s being taken with respect to
the innovation.

1 Orientation The user is seeking information about the
innovation.

Preparation The user 1s preparing to use the
innovaton.
3 - Mechanical Use The user 1s using the 1nnovation 1n a

poorly ‘coordinated manner and 1s making
user-oriented changes.

44 Routine Use The user 1s making few or no changes and
has an established pattern of use.

4b Refinemaent The user is making changes to 1ncreass
outcomes.

5 Integration The user is making deliberate efforts to
coordinate with others 1n using the
innovation.

€ Renewal The user {s sesking more effective

alternatives to established use of the
innovation.

Figqure 4. Levels of use (Hall, wallace,
Dossett, 1973; cited by Blanchard & Zigarmi,
1981, p. 45)

The third component of the CkaM is labelled Innovation
Configuration. The basic meaning of Innovation Configuration is that it
represents the various ways that individual users implement an innovation
or change in their own settings.

Hall and Loucks (1978) view the CBAM as a “framework that staff
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developers can use to aid in diagnosing, planning, delivery, aﬁd
asses;1ng the effects of staff deve]opment'act1v1t1es“ (p. 39). The
model clearly re]ates three aspects of change: the concerns that users
expreés about the innovation,' how the innovation is actually used, and
the ways in which the 1hnoyat1;n‘can be adapted to the needs and styles
of part16u1ar 1nd1v1ddals.

A common' element within thq literature related to change, then, is
that change should be understood as a complex process and not as a single
event. Mény of the modéls presented in this section of the review
attempt to explain educational change and provide a better understanding

of how change occurs. The expectation, therefore, is that the principal

can 1ncreé$e the 1ikelihood of successful change.implementation by

understanding its.complexity and by demonstrating appropriate leadership

skills to facilitate the process.

’

The Role of the Principal in Change

s Sehop]’érinc1pa1s are regarded as'having a'key role in affecting

indivtduals within the school- community. Smifh‘(1981) cites the research

" ‘of Sarason:

the role of the principal may well be unique in the light it
sheds both on the characteristics of the system and life in the
classroom. . . . whether or not the principal likes the
proposed changes s/he is in large part responsible for
implementing those changes in fact and in spirit. (p. §)

Sarason’s statement illustrates the fact thaﬁfbfﬁﬁé{pa1s hayeva unique

.responsibility in leading change within the school. 1In their research on

school 1mprovehent, Leithwood and Montgomery (1982) found that

- principals’- behaxiors~were crucial to the outcome of their change

efforts. Although little research has been conducted on how principals
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actually manage, change’effective]y, the following paragraphs will
highlight literature identifying several leadership skills and strategies

applicable to principals who afe initiating or facilitating change.

Effective cgqggnjcation. One of the most crucial~1eadersh1p skills
principals need to{démohstrate when implementing change is effgct1ve
communication. Virgilio and Virgilio (1984) state that “the princdipal
must be a believer in ‘open colmunication. He should recoéhize_the
diverse abilities of staff members and be able to assure the1ﬁ\feel1ngs
of security and worth" (p: 348). 1In their research on effective
principals, Leithwood and Montgomery (1986) also emphasize that effective
principals facilﬁtate communication by encouraging interactions .among
teachers about pr essional issues, and bwv ~~*ablishing formal and
informal occasions for these interactionr ir. Principals are most
1ikely to increase the success of an inno f they relate

T N N .
information to teachers that is relevant to the change.
Effective principals are those who make a conscious effort tc listen
i
to staff members and to exchange ideas. Leithwood and Montgomery (1986)
state that

Systematic Problem Solvers meet staff members on their own turf

--they may walk around the school with the Janitor, for

instance. They meet staff regularly to keep up to date on

school activities, make sure custodial staff are welcome in the

staff room, and encourage staff to use each other for help.

. Informal social occasions are arranged to foq;er open
communication, and procedures are established to ensure
communication of information needed by all staff on a regular
basis. (p. 92)

In tinking change theory to the principal’s role of communicator, it
seems crucial that all 1nd1v1duals involved in the change feel

comfortable enough to express concerns: and opinions. Principals must

also clearly communicate what the change is about, and encourage those
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involved to engage in formal and informal discussions regarding the

change or innovation.

Building and maintaining interpersonal relationghips. Closely

related to the skill of chi]ﬂtat1ng open communication is the leadership
ski11 of building and maintaining sognd 1ntefpersonal relationships with
school staff members. Principals who are effectjve in initiating and
fac111tat1n;~;g§;ggs within their schqo] consult and collaborate with
teachers, and-éet to know their staff. They encourage teachers to make
decisions on'1ssués that directly affect them. |

B]umberg and Greenfield (1980) imply that principals can build
refat1onsh1ps when they work with teachers in a caring manner.
Principals may listen to prgb]ems, but they have to follow through and
take action in an attempt to solve problems. B]uﬁberg and Greenfield
also state that “caring is communica£1ﬁg in,other ways, by 1nvp1viﬁg
~ teachers and students in decision-making” (p. 116). This viewpoint
i1lustrates that as long as staff members are involved in the
decis1on—$ak1ng process, they will feel a greater sense of ownership with
- the school organization. By encoufaging and faé111tat1ng more
interactions amongst staff mpmbérs, the principal is able to provide
‘opportun1t1es for building and maintaining re]ationships with those
involved in the change.

Providing resources. A strategy that effective principals practice

when facilitating change is that they ensure fhe nedessary resources are
available for those involved in the implementation. Whefher the |
resources be equipment and materials or human support ‘services,
principals indicate their commitment to the change when they supply the

necessary resources for their staff. When principals draw upon their own
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-

resources to assist othen&, and they seek assistance from.external
‘resources, they build a subpo;; system for those involved in the change,
and they demonstrate an active comm1£ment to the innovation being

imp Temented. o

Participating in the implementation process.. In .addition to

cquiring the necessary resources for teachers, principals can _show their
sincere commitment to the change by simply becoming more involved.
Fullan (1982) cites Berman and McLaUghl1n by stating that "the
principal’s actions carry the message as to whether a change is to be
taken seriously and serve to support téachers. e .. Ong’of the best '
indicators of active involvement is whether the principal attends
e} :
} N
workshop sessions with teachers” (p. 135). Leithwood and Montgomery
(1986) also support. this view: : e
a common feeling of purpose, mutual understanding, respect and
commitment is engendered .among staff by highly effective
principals, in part through their participation with staff.
They participate in professional and some curriculum planning
in order to appreciate the complexity of the task, ensure that
realistic expectations are set, and provide leadership where it
is needed. (p. 87)
These researchers indicate that when principals work with teachers as a
team and they provide leadership when necessary, they demonstrate to
othefs by their aEt1ons that they are truly committed to the change.

Proactive p1apn1ng. A recurring concept within the 1iterature on

leadership and change is the s}rategylof\thjnk1ng and planning ahead,
Principals who are mpst 11kei;ﬁto be successful in implementing change
are fhose who are proactive in identifying potential concerns and
‘problems that staff member; may have. Based on research conducted at the

Research and Development Center for Teacher Education at the University

of Texas (RDCTE), Justiz (1985) suggests that principals need to keep
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abreast of information regarding the. change they are implementing. He

" believes that principals need to learn all they can about the change S0
that they can anticipate possible problems. Leithwood, Montgomery and
;Stanley (1983) cite Leithwood and Montgomery, who stated that "effective
principals establish systematic procedures within their schools for
addressing the central functions of schools and they continually monitor
the nature of these procedures, refining them as needed” (p. 16). THe
.p}1nc1pa1fs role as an initiator of change may d1ffer from the
pr1nc1pa1’$‘ro1e’as an implementer of mandated change. However, the
research indicates that in either context, more effective principals have
a systematic way of planning for the chansé by demonstrating some of the

5

skills and strategies addressed within this section.

Goal Setting: The Principal’s Vision and Change

As highlighted 1in the previous section of this review, change is
mogx 11ke1§ to occur yhen principals practice appropria -adership
skills and strateg1és to facilitate the process. These ‘skills and
strategies, however, must comp]emeni and reflect the philosophy of
education held by the principal and school staff members. Principals whq
have a sense ofupurpose for their school or a vision -of what they would
1ike their school to be w111‘most 11ké1y set goals which aim to fulfill
the vision. Clausen (1985) states that h1gh¥perform1ng principals "have
a sense of purpose and direction ﬁrovided by a we]l-deve]oped, clearly
stated set of goals. Effective principals involve moving schools toward
a vision of what could be rather than maintaining what {s" (p. 14). 1In
t Ciausen's'review of the research compafing average and high-performing

principals, he suggests the high-performing principals have a clear
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vision of their school, they have a clear vision of their role w1thin
these schools, and fhey have a vision of the change process. The
principal’s vision of the school 1is reflected in the types of long-term
and short-term goals adopted by the administration and staff.

Leithwood and Montgomery (1986) state that “goals are the long-term
aspirations held by principals for work in their schools. No other
dimension of the principal’s béhav1our is more consistently linked to
school improvement by current empirical research than goals” (p. 118).
They suggest that highly effective principals se; goals that reflect
those set by the Department of Education, local school boards, and the
needs of the community. With Fullan (i985), they support the finding
that effective principals hold goals specific to the improvement of .
student learning and education. These principals also keep informed of
innovations and select those that will 11k91y enhance school goals.

However, principals need to do more gpan establish dlear goals for
their schools. They need to work toward achieving these Qoa]s through
their planning and decision-making strategies. Decisions regarding
innovative préctices should always consider the learning and personal
growth of students. ngthwood and Montgomery (1986) 1a591 the most
effective principal as a Systematic Problem Solver, and they state that

Systematic Pr051em Solvers are bottom liners virtually all of

the time; the bottom line is the goals for students by their

schools. Systematic Problem Solvers are distinguished by their

ability to see the rela{ipnsh1p betwegn the most-mundane
decisions and the growth of students.” As a congequence, they

are able to introduce unusually high levels of consistency into

school decision-making. (p. 83)

Principals who work toward implementing change for school improvement,

and, more spec1f1c611y, to improve student learning, make decisions and

create plans that are consistent with these goals.
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vValues and Moral Judgment: The Influence of the Principal’s Beliefs in
Goal Setting

When effective principals hold a clear sense of purpose or vision

for their school, they make decisions or judgments that help staff and
students work toward achieving the vision. The principal’s vision for

+

the school is largely influenced by his or her values and ongoing
« i
personal experiences. 1In his dﬁscuss1on of educational change and the
nature of practice, Holt (1987)3refers to Oakeshott’s view that practical
|
knowledge is most important in Farry1ng out any change process
successfully. He interprets Oakeshott's view:
But what can be written down--the technical know]edge——télls
one no more about how to bring about change than a recipe tells
a cook how to bake a cake. Yo carry out the process
successfully--whether it is a matter of curriculum change,
political judgment, painting a picture or baking a cake--one
needs the practical knowledge associated with the ‘idiom of the
activity.’” (p. 15)
Oakeshott’s belief supports the 1déa that the nature of planned change
cannot be viewed as a technical or procedural problem. Holt (1987)
supports Oakeshott’s view by emphasizing that the procedural approach of
scientific management emphasizes technique while underplaying judgment.
In H1s discussion, Holt also cites Midgeley’s theory, which argues that
thought 1is not merely ' (“
1nformat1on—hahd11ng or abstract calculation, such as computers
do, but [. . .] the process of developing and articulating our
perceptions and feelings [. . .]. Thought is not primarily the
sort of thing which 1s tested in exams. It is the whole
organized business of 1iving--seen from the inside. (p. 15)
Oakeshott, Midgeley and Holt support the view that the question of
ethics, moral judgment and personal values all have a great.impact on
professional activities and living itself. Holt emphasizes that any

'“1nqu1ry into the field of educational change must expand to do Justice to
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these very important issues. It would seem that school principals
therefore must be aware of their own personal values and of the values
and beliefs held by the teachers they work with in their schools,

When engaged in the planning process of a particular innovation or

{

change, administrators are often faced with goal conflicts arising from
individuals affected by the change. Schwab (1978) addresses the fact
that curriculum design and innovation cannot be achieved by following a
set of procedures or a body of knowledge. He states that

theory by its very character does not and cannot take account

of all the matters which are crucial to questions of what, who

and how to teach; that is, theories cannot be applied, as

principles, to the solution of problems concerning what to do

with or for real individuals, small groups, or real

institutions located in time and space-- . . . . Theories of

knowledge usually ignore problems of personality. VYet all

these matters (values, social and politica) structure, mind,

knowledge) are involved in schools and schooling.

(pp. 287-288)
Schwab’s viewpoint has direct implications for the principal’s role 1in
facilitating change. Principals need to be fully informed of all aspects
of the context in which they are working. Their understanding of the
”situation and of the values held by others with whom they are
collaborating will provide them with insights to identify conflicting
goals within the organization. When principals are aware of t! -
differing values that exist within their schools, they can &« h
question of change and innovation more accurately within tha:
context. Reid (1983) suggests that principals facing uncert
procedural, prddent1a1 and moral problems might ask themsely
Kinds of questions:

"What must I do?"--we ask to be shown the procedure; in the

second case, we would say, “What should I do?"--the “should"
implying uncertainty about what the appropriate course of

Fal
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action might be; 1in the third case, we would say, "what ought I
to do?"~-showing that a moral or ethical question is involved.

(p. 4)

From Reid’s viewpoint, decision making within the context of the change
process requires the principal to be constantly analyzing and evaluating
his or her own personal and educational beliefs, as well as the beliefs
of fhose involved in the implementation process. ﬁgster (1986) supports
this view and states that administrators need to adopt a critical
perspective of the change process. Foster (1986) cites Oakes and
Sirotnik's theory that A

taking a critical stance, we usually think of schools as

neutral, non-political places that go about their business of

educating children as well as they can. We assume they are

eager for new practices that will enable them "to do better.”

Little attention has been given to the examination of the
values and beliefs on which school practice rests. (p. 165)
‘Oakes and Sirotnik’s viewpoint illustrates a misconception held by some
administrators that-staff members are eager to adopt new practices and
behaviors. Principals who take on a critical perspective toward change
would most likely spend time reflecting on their own value system and
deliberating with others to reach a solution. Schwab (1978) states that
deliberation is complex and arduous. It treats both ends and

means and must treat them as mutually determining one another.

It must generate alternative solutions. . . . It must weigh

alternatives, and their costs and consequences against one

another, and choose, not the right alternative, for there is no

such thing, but the best one. (pp. 318-319)

The personal values and moral judgments of the principal, then, can
be regardéd as being the foundation from which the principal sets goals
and develops a vision for the school. The final section of this review
has emphasized research dealing with the question of moral differences

within organizations Research in the area of educational change has

, h1gh11ghted the importance of practice, knowledge and the need for
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critical thought. Principals who take a critical perspective toward the
change process are aware of their bersonal value system, as well as the
values of others affected by the change being implemented. The
literature suggests that principals who reflect on value differences and
spend time collaborating to identify alternatives that are in the best
interests of others are more 1ikely to be successful in facilitating the

change process.

Summary

In this chapter the literature related to change and leadership was
addressed within four major dimensions. The first dimension of the
review presented several models of chahge, each attempting to explain
change as a process. M}he models basically represented similar concepts,
but provide& different formats for examining change implementation.

The second dimension of the review discussed various 1eadersh1p
skills and strategies applicable for initiating and facilitating changs.
Leadership skills within the area of communication and human relations
wer&'presented as being necessary sk111sxfor principals to exert when
managing change. Strateg1es‘such as supplying necessary resources and
getting involved with teachers were perceived as being crucial for change
implementation.

The third dimension of the chapter addressed the aspect of school
context and change. The principal’s vision and educational philosophy
were identified as having a direct impact on change :nitiation and
implementation. The literature dealing with goals and thé nature of
goals was reviewed, along with the conclusion that clearly outlined goals -

and strategies for meetiﬁé these goals are essential components of the
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school improvement process.

Finally, literature dealing with vglues and moral judgment relating
to educational change was presented. This dimension of educational
change was highlighted to i1llustrate that the persogal values and beliefs
principals have influence the goals they set for their school and the

types of changes they initiate.

Conceptual Framework

The conceptual framework displayed in Figure 5 1llustrates the four
related concepts addressed within the literature review. The principal’s
personal values and previous experiences are the basis from which the
principal deve]ops‘a vision for the school. This vision is the personal
%oundat1on from which the school administrator involves staff members in
%oa] setting and decision making. The goals set fof the school influence
the principal’s actions in working toward change. These.act1ons become
reality when the principal in turn integrates his/her own leadership

skills and strategies with an understanding of the change process.

J
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Chapter 3
Mq;hodology
Introduction

The research methodology used in this study was designed to seek out
principals’ perceptions of their role in implementing change at the
school level.

This chapter provides an account of the methodology used to conduct
the study. The content of the‘chapter is presented within five sections.
It begins with a discussion of the research design chosen for the study,
followed by a description of the research instrument used for data
collection. The sou;ces of the data and data collection process are then
presented, followed by a discussion of credibility. The chapter
concludes with a description of the data analysis procedures used

throughout the study.

Research Design

The design of the study was 1h¥erpretat1ve in nature, with the
intent of obtaining a rich and comprehensive understanding of principals’
perceptions toward their role in implementing change. Semistructured
interviews were the dominant strategy for data collection. These
interviews were conducted with four principa]é in order to examine their
perceptions more fuRTy.

Bogdan and Biklen (1982) state that "meaning is of essential concern

to the qualitative approach. Researchers who use this approach are

interested in the ways different people make sense out of their Tives.

27



Iriother words, qualitative researchers are concerned with what are
called par ticipant perspectives” (p. 29). The purpnse for using several
interviews within the study was to probe for a deepear and more
comprehensive understanding of how principals viewasd themselves as
fnithators and facylitators of Bhange. Bogdan and Biklen also state - nat
“by learning the perspectives of the participants, qualitative research
illuminates the inner dynamics of situations-~dynamics that are often
invisible to the outsider™ (p. 30). In keeping with this descriptinn ot
qualitative research, this study attempted to provide the researcher with
a deeper understanding of how four principals viewed their role in the
change process. As the study regarded the meanings held by the
participants as being most important, the research was intended to seek
for understandings rather than arrive at conclusions and generalizations
about the principal’s role 1n implementing change.

Research Instrument

A semistructured interview schedule was used with four principals
who participated in the study (see Appendix A). Issues that surfaced
from the literature on change and from the principals formed the basis
for the conceptual framework from which the research questions were
derived.

The interview schedule was pilot tested and discussed with two
school administrators, so that specific questions could be refined and/or
changed. The pilot study also enabled the researcher to test her own
interviewing skills, broaden her background in the area of change, and
refocus the nature of the study upon the process of change. By

completing the pilot test, the researcher also gained greater sensitivity
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toward certain i1ssues related to the tobic of change implementation.

The interviews were semistructured so that jt was possible to probe
for morerdeta11éﬂ 1nformat1on when necessary. Openjended ques. ons
enabled the researcher to attain more thorough explanations from the
principal participants and to develop greater insight on how principals
viewed their role in implementing change. Bogdan and Biklen (1982)
suggest ﬁgat the 1ntervigw is not a time to instruct the respondent.

They state that the interview is best used to “gather descriptive data in
the subject’s own words so that the researcher can develop insight on how

subjects interpret some piece of the world" (p. 135).

" pata Collection

Permission to conduct the study was obtained from the Superv1sor of
the Field Testing Office within a 1arge urban school d1str1ct in
quember of 1987. The principals chosen to particjpate_id the study were
selected on the basis of their years of administrative experience and
their w1111ngness to express themsé1ves openly. The raﬁge of
adm1n1strat1ve exper1ence w1th1n the group varied frgﬁ that of a
first-year pr1nc1pa], a{second—year principal, a princ1pa1 with five
yearS'of‘adminiﬁtrative experience, and a principal with ten years of
administrative experience.

N In early January of 1988 the principals £e1é¢ted to. participate in
“the study were Contacted initially by telephone to 1nform.them of the
purpose of the study and request their 1nvofvement At that time data
files for each principal participant were begun, so that pertinent
information (regarding people events places, and conversat1ons) could

2 L
be documented for ongoing-analysis. Following this, a coveringkletter
. v ’ T

v N,
\ N
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was sent to each individual outlining again the purpose and value of the
study, and the time commitment requested of them for the 1ntervieys. The
letter 1nformed each pr1nc1pa1 that the 1nterviews would be tape recorded
and would be anywhere from one and a half to three hours in length It
also stated that the principals had the option to withdraw from the
research project at any time throughout the study. The participants were
informed that-they would have the opportunity to clarify and feview their
interview transcripts, and that permission would be sought to use
specific quotations. A1l principals were assured that the information
provided by them in the 1nterv1'>ews would be t;reated with conﬂ&ﬂa“ty,
and that they would remain anonymous. 4

A1l interviews took place in the respondent’s school and wera
scheduled at times that were convén1ent for each interviewee. 1Initial
and follow-up interviews with each participant were conducted over a
two-month period. Once the initial interviews were condUcted,
transcridﬁs‘were returned to each participant highlighting possible
quotations and preliminary 1ntefpretat1ons. Follow-up interviews were
scheduled so that the researcher and interviewee could discuss statements
identified w1th1h the interview transcripts. At this time the principals
had éRé opportun1ty to confirm or clarify the preliminary interpretations
made by the researcher, and they were available to answer additional
- questions or elaborate on specific issues that may have been highlighted
in the transcripts.

3

Credibility of Data

The procedures described above were followed to address the matter

of credibility. Guba and Lincoln E/QBZ) emphas{ze that in naturalistic
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o} interpretative research, the researcher has an obligation to find out,
"Do the data sources (most often humans) find the inquirer’s analysis,
formulations and interpretations to be_cred1blé (believable)?" (p. 246).
They also suggest that the researcher can safeguard against the loss of
credibility by doing "member checks" (p. 247). This is a process whereby
the researcher's data and interpretations are continually checked with
those individuals from whom the data originated.

To ensure that the interpretations were ckedib]e, the researcher
used therprocess of triangulation and member checks. The data was
presented to ogher prihcipa]s in S?der to determine the accuracy of the
data and to.check for unique characteristiss. Member checks with the

four participants é]so made it possible to check the accuracy of the

interpretations throughout the analysis process.

Data Analysis

The analysis of the data was ongoing??rom the time of the initial
telephone contacts with £he principals. The data files compiled for each
of ﬁhe.four principals consisted of jourﬁ%] notations, abbreviated .
notations and interview transcripts.‘ﬁA11 of the data were considered in
relation tdﬂthe research questions addressed in the study. The
respondents’ interview transcripts were color coded for easy
identification and the answers were then categorized according to the
three research questions. As member checkg occurred the data collection
expanded and commefits made by @9} participants were analyzed.

Once ﬁhe contént Qésvcategorized Géing thé rese;rch~quest1oqs as a

guide, the data were analyzed again to identify various themes. These

themes'emerged from meanings beyond the written words of the content
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analysis and were general in nature. The themes were identified with the
intent of providing further reflection and insight into the data being

deécr1bed.

Summar '

This chapter reviewed the methodology used to conduct this study,
which was designed to identify the perceptions of principa]s about their
role in change implementation. |

Extensive semistructured interviews were conducted to pursue the
major research questions of the study. Member checks were utilized in
order toi?ﬁsure the credibility of the data interpretation. Dgta
‘co11ected from the interviews were the cascriptions, opinions and
feelings of ;r1n01pais toward the changé process and their role in
implementing change. These data were categorized w1th1n.the research

questions of the study and are presented in this format in the following

chapter, F
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Chapter 4
Analysis of the Interview Dgta

Introduction

This chapter presents an analysis of the interview data gathered
from the four principal participants in the study. The analysis is
presented in three parts in orqer to address each of the three research‘
questions in the‘study. Various categories are presented within the
framework of eaéh research question, to highlight the issues surfacing
from the interview data.

The intent of this chapter is to provide the reader with a'
~descriptive analysis of how the principal par£1cipants perceived. the
concept of change, their rQie in relation to change, and their actions in.

attempting to implement change in théir schoo]é}

How Did Principals View Change?

When I asked each of the principals who participated in the study
how they viewedichange, I discovered many varied perceptions and opinions
regarding the céncept'of change. The brinc1pa1 participants discussed
change in relation to time and school context, and their descriptions
frequently related change to the values and beliefs of those involved or
affected by the change. fThe following passages describe the major issues
which sQrfaced from the interview data relating to hoﬁ principals
perceived change.

Change as & process. All of the principals regarded change as a

process rather than a single event. One principal I spoke.with commented

33
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on this notion: "I think change to me involves some kind of a process,
whereas often a mandate--there’s no change there. If there’s a change, I
don’t think it really uses the word appropriately.” This interviewee
suggested that a directive or mandate to implement a particular
innovation 1is not an example of change. She suggested that change 1is a
process by which individuals-.are involved in new experiences and
interactions. Another principal expressed a similar viewpoint, but
elaborated on the idea and stated that change has no end result; rather,
it evolves over time:
I don’t know>if you ever end any of it, because if I look at
the kinds of things where we have initiated change in the
school, we're certainly not finished with the articulation
process; we certainly could do a 10; more with whole
language--we’re stil] growing; learning centers can always be
extended; school climate will always succeed and collapse
throughout the year. And so, I really don’t know 1f you ever
come to the’end.
The principals who expressed the comments highlighted in the above
example continually emphasized the notion that educators havé a moral
3y
responsibility to improve the 1e&rn1ng environment for students. This

ob]igatjon requires educators to refine or expand upon techniques used

within the classroom. .

Change as a means of 1mgrogjgg the learning environment. A1l of the
Naigh

principals felt that change was important in their schools if 1t re&ated
to improving the Tearning environment for students. From this viewpoint,
all of ihe participants also expressed the opinion that change most often
involved philosophical issues. For example, three of the prihc1pals “
referred to their initiatives in implementing a whole language program in
their schools, and stated that they were pursuing it with their teachers ¥

because they felt it was an extremely effective way for young children to
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learn language skills. The principals also indicated that it was often
'd1ff1cu1t to bring about changes related to teaching styles and
strategies, because these weredph11osophica1 issues that were very
personal in nature.

One principal participant stated that a change is worth supporting
1f 1t enhances student learning:

A1l of the change that we’ve been involved with in the school

is all in the learning process. I don’t think it ever stops,

so you Just keep spinning it on and~Reep getting better. I

always say you're polishing it. . . . I think we were able to

handle all the changes because, number one, it’s good

- education, 1t’s good learning.
The principals empha§1zed the fact that if they did not view the
1nnovat1op as working toward a better education for their students, they
did not attempt to implement it within their school. The participants
also made it very clear that they felt it was important to involve
[9]

teachers in the process of defining “"good learning.”

Change in view of the principal/teacher relationship. The manner in -

which the four principals attempted to initiate chénge reflected how they
viewed their staff. A1l of the 1nterviewee; suggested that it was
eXtreme]y important to recognize people’s strehgths and ab111t19§ in
order to work co-operatively toward the vision for the school. One
participant said that she felt th#t a "trusting relationship” amongst
teachers and the administration was an essential element in working
toward any type of change. She suggested that building such a
relationship took time:

Yes . . . I think part of know1hg your timing is also knowing

the people that you’'re working with. Like, I don’t think even

ten years from now, if I were to go into another school, 1

don’t think I would go in and bulldoze again. 1’'d know a
little bit more about what I wanted of a school, but I still

A\,



think you have to develop a relationship with others and really
get to know the situation before you can go in and do things.

The same principal also acknowledged the fact that timing was critical in
initiating and facilitating change.

In our discussions about staff relations in respect to change, one
of the principals said that a certain "comfort level” was necessary for
implementing change. She expressed the opinion that interactions befween
teachers and administrators must exemp)ify mutual resggct. Her opinions
were illustrated in the following analogy: "I try tdhshow respect for
them, just as I would do with fhe students. . . . They deserve respect in
our working relationship, and that is how I expect them to treat others."
These remarks emphasized this principal’s belief that the comfort level
in a school is enhanced by the manner in which individuals relate to one
another. I sensed that this nrinciba] valued a friendly, sgpportive
atmosphere within the school environment. |

THe same 1nterviewee stressed that it was important for her to act
and make decisions with the integrity of stude;ts and teachers in mind:

The whole idea of integrity--that’s why.I don't 1ike to impose

a lot on teachers. I try to be conscious of how much I ask. I

try to keep them informed of what 1s going on in the district,

especially if it concerns them--for example, after I have gone

to a principals’ meeting.

This principal seemed to va]Ge the professionalism of the teachers she

worked with, and this was exemplified by her attempts to consult teachers
1ndfv1dua11y. She stated that it was sometimes necessary to consult with
each teacher 1nd1v1&ua11y, in order to make them feel more comfortable to
voice their opinions}‘ s

She also emphasized the importance of soc1a1121ng‘w1th the staff on

occasion, in orqér to get to know the teachers and let them get to knoﬁ.



37

her. Treating the staff to lunch or organizing an evening out as a group
were her ways of meeting with staff members in an informal way.

Change involves the attitudes of individuals. When I asked the

participants what role personal attitudes played within the change
process, they hesitated and seemed to find the question a diff1cu1t one
to answer. All of the principals alluded to the idea that when change
occurred within their school, it often required those involved to refocus
their attitudes and to "take risks” in practicing new behaviors. One
principal described her attempts to encourage teachers to share what they
were doing in their classrooms with other teachers, including herseif,
This was a practice that had never really occurred within the school
before, and she recognized that it was threatening to some: "I would

1ike for somebody to say, *

, I'm doing a réa11y neat lesson on
such-and-such; would you like to come 1nuand see 1t?’ . . . I think they
always think it has to be a performance.” The interviewee who shared the
above comments recognized that a certain mind-set toward classroom
visitations existed amongst the staff. She expanded on the above
comments and suggested thaf she would like to have changed the existing
attitudes regarding classroom vis1fs, but she realized that .it took a
fair amount of time to help teachers see the value in classroom
visitations. : ETIR

Another pr1nc1pa1 I spoke with felt that when staff members have
been in a school for a long time, it may be even more difficult to
encourage teachers to practice new behavjors:

It’s not a young staff. Personally, I had a lot of fears and

misgivings, because I felt that it would be harder to get

people to change who had been here a long time. . . . and
peop]e who were older than me, which is all of them!
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In this discussion the principal seemed to be most concerned that he
would not be able to get people to change. On several occasions
throughout the interview, he made statements similar to the following:

"I was concernad that I wouldn’t be abie to get people to change, ér that
the changes that I thought were important they wouldn’'t see as being
important.” Both principals quoted in the above examples alluded to the
idea that 1t is often difficult to involve teachers in the change process
because they have a "mind-set” that bears attitudes conflicting with the
1nnoyat10n being implemented. The fact that both principals ment ioned
the importance of invo]ving teéchers in a process in order to expand upon

or change existing attitudes indicated that they viewed change as being a

very personal and complex issue.

Change involves the personal beliefs and values of others. All of
the principal participants stressed the view that change involved the
belief systems of staff members. They commented on the fact that staff
members had to see the value of an innovation if they were going to
implement it and personalize it to any éxtent.&AOne principal.mentioned
the idea that teachers may not put forth their greatest efforts 1in
implementing something they did not believe in. She féflected on her own
behavior to illustrate this point:

4 N

They must see the value, or they are not ‘going to buy it, 1in

the same way that I wouldn’'t buy a District plan 1f I didn’t

see the value of it unless it was mandated and I had to do it.

But I bet, even then, I wouldn’'t do a good job of implementing

it if I didn’t believe in it.

The interviewee also implied that the school district should consider the

values and be1éffs of others when initiating change:
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So 1 think the District has to be caretul when they’re

initiating change, that they go through and sell their product,

and just don’t lay 1t on the table, in the same way we can’t do

it 1n the school, because that’'s why it gets defeated.

The principal also referred to the idea that in too many instances
administrators think they can implement new programs simply by providing
the appropriate resources. She described in great detail her beliefs to
11lustrate this point:

One of the things I learned really quickly in it is that you

can’t get a classroom going just by providing resources; you

can’'t just say, "Here's the listening center; here it is,

everybody, and now go set it up and use it,” because there’s

more involved than that. So I learned rather quickly that you

can hhave all the resources in the school, and you still might

have people not using them or knowing how to use them, or

seeing the value,

Another principal reinforced the idea that personal beliefs played
an extremely important role within the change process: "I guess what
happens is, is if you don’t believe in 1t, if it’s going against your
philosophy, or if you don’t feel it's educationally sound, you're not

) _
going to do it."” In reflecting back over the interviews with each of the
participants, 1t was evident that all of the principals held strong
feelings toward the importance of values and beliefs within the change
process.

In conclusion, I found that the principals viewed change as a very

..complex, personal issue. Their responses within the interview data
almost always emphasized the importance of positive staff relations and
existing beliefs and value systems held by those working together within

the school community. The following research question examines more

c]osely how principals view their role in the change process.
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How Did Principals View Their Role in Relation to Change?

The four principal participants in the study viewed themselves as
having a wide range of ressvns1b111t1es In bringing about change. The
following passages h1gh11ghg the areas they perceived As being inharent
to their role as implementers of change.

Establishing a positive relationship with others in the school

community. A1l of the interviewses expressed the opinion that their
change efforts had greater success in instances where they had really
worked at building a relationship with those involved. One principal
commented on the idea that building a relationship with teachers involved
the delicate task of becoming aware of the norms and values of the entire
st;ff. He reflected back upon his attempts to 1n1t1atevmajor changes
within the school, and suggested that he would spend more time getting to
know the staff and the situation:

If I went to a bigger school, I think I would have just a touch

more of wait-and-see, and I'd get my feet wet first and see how

things are going. . . . You have to kec everybody’s

personality in mind when you want to ge. something going.
The principal’s perspective that “you have to keep everybody's
personality in mind" suggested to me that a school adm1h1strator wou 1d
have to know staff members before initiating changes. During the
interview he centered on the idea that he came to a‘better understanding
of others as he interacted with them on a daily basis. .

Another principal who stated that it was important to establish a
good working relationship before initiating changes emphasized the idea
of mutual trust. She said that it was easier for her to initiate changes

once the staff recognized that she was supportive and that they could

trust her judgment. She felt that if they could trust her judgment
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they would be more receptive to new ideas. All of the principal
participants in the study stressed the idea that a sound working
relationship with teachers was a solid basis for implementing change.

Communicating personal goals and beliefs. I sensed that most of the
participants felt tHat a very important part of their role in bringing
about change was to communicate their own personal goals and beliefs with
other staff members. They suggested that, by sharing a few of their
goals with staff members frop the outset, they gave teachers a clearer
understanding of the vision they held for the school. One principal
offered the following:

I think I would do things pretty much the same. I think that

going in ahead and telling them where I wanted to go with the

school, what my ideas were, or at least a couple of them, and

keep them fairly small but let them know ahead of time that

this was what was coming.

Laterwon the same interviewee added the following comments regarding
his responsibility of communicating personal values: "I think going into
a school you have to have an idea of some of the things you want to do,
and you have to be up front with some of them and withhold some of them."

Another principal suggested a more subtle and indirect way of
revealing her intentions for the school. She described her method in thw
following manner: “If it comes from them- 40 much the better. If
someone says something related, I pick up on it and build on it and lead
them to where I want them to go.” When I spoke with this particular
pr1ncjpa1, I sensed she had a lot of patience in working with others, and
I thought that this type of approach seemed to be a natural
characteristic of her personality and leadership behavior.

The question of whether the principal should communicate values and

beliefs generated a lot of discussion regarding the notion of compromise.
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All of the interviews.::« stated tﬁnt 1t was necessary to compromise a few
of their own beliefs when recognizing the beliefs and values of others.
Their statements indicated that the principal must be willing to becoms
involved in a "give-and-take relationship” in the change process. One
principal said, "1 would have to modify my expectations to meet teachers

along the way."” Another principal reinforced the same idea n much

greater detail: .

by
I don’t think that ai’kﬂm1nistrator could last in one of our
schools going in h*tﬂi@”who1e regime of changes that they are
going to 1mplemen§;fi& ‘they’re going to implement them no
matter what. . Nlave to give teachers credit for having
some intelligence and knowing what they’re doing, even 1f the:r
ideas are different from yours. 1 really believe that

compromise is very important in anyone's life.

The interv:ew transcripts revealed that all of the participants respected
the notion that the values and beliefs of others may be different, but
not necessarily wrong. They also stated that it was their responsibility
to communicate their goals and beliefs to the teachers they worked with,
in order to bring about change for educational improvement .

Initiating change to improve the education of students. All of the

interviewees held the perspective that they had a moral responsibility to
initiate changes that would improve the educati-n :f the students within
their schools. One principal expressed this viewpoint by stating:

I guess you have to keep everybody's personality in mind

whenever you want some change, but still, if you see something

and you think it’s educationally good for the school and the

kids, you have to try to get it going,

A1l of the principals expanded on the idea that in order to initiate
changes 1in their educational programs, they had a responsibility to keep

themselves well informed of the current literature and research related

to particular 1nnovat1ons. One interviewee commented on this idea:
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Because as a principal, as™ a leader, 1 .knew from the research
that that’s where it was going, that’s where Alberta Education
was going, and that’s where we were going to need to go, and I
hook that one on with no hesitancy, and the staff was fine.
They were excited about it and so was I. But diagnostic
evaluation, which was -much more technical and analytical and so
on;, was a hard process that even though I knew there was value
to it, I didn’t really know enough about it, and I got into
that the wrong way.

This princ1pa1’s reflections in the above passage suggested that her
success 1in 1n1t1at1ng change was somet1mes dependent on how much she knew .

about a particular innovation.

Facilitating chénge through professional deve]opnnnt. Another

responsibility the principals saw themselves as having was that of
providing pfofessiona1>deve1opﬁent act1v1t1eé inor:e- to facil:. ate
qhange within the school.

One of the participants viewed herself aé beirg a "s&aff developmsnt
leader,” and suggested'that part of her rqéponsibi]itd as principal wes
to provide a staff deve]opment program to address the needs of teachers
' in_her school. This principal highlighted the fact tha% most of the
: staff:meetings in her school included professtna] development
activities. The following paésagg c]eariy illustrates her view that
principals should teach ahd éssist_staff membersf and not simply.impose--:'
expéctations:

Today the more tools you provide, if you prdv1de thé tools with

the idea they're tools and that teachers can use them to help:

them be better teachers, and not say to your staff "You must

be knowledgeable in learning styles and so on. If you Just

?:?q qf lay on expectations, peop]e\are going to say, "Forget
In the interview this principal acknow ledged the fact that?she spent é
.lot of her .administration time planning and. preparing professional

-

development activities to meet the needs of her staff.

iy

TR
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The other participants expressed a similar viewpoint in relation to
professional development, but alluded to the fact that they eften brought
in outside resource people to assist wi}h professional deyelopment
activities. One principal who wanted to see more emphasis on writing in
the language arts program stated:

I had come out sometime in June after I had been appointed here

and I got to go and'talk to each staff member, and I said that

the one thing I really wanted to start here was a writing

program with the kids. I said I would 1like to start right away

in September, bringing out Mrs. in particular,

introducing inservicing with us and getting the writing program

going and off the ground. . . . and they all agreed with that

in June, so we were able to start with that right away 1in

September.

The above description indicated that, once this principal had
communicated his intentions to the teachers, he acted quickly to
establish a support system for teachers by bringing in a district
consultant to with them. During the interview he also mentioned
that many teachers contacted the consultant after the initial
presentations to invite her tb work with them in their classrooms. This
particular principal also g}pressed the opinion that, by br{ng1ng in an
“"expert" or a resource person 1n the language Prts field, he was able to

gain more credibility for his own goals, and was able to provide teachers

TQF same principal stressed that he had a prof
’.f§§pr§Jb111ty to mofel the professional development intdrests he

' ‘;hcouraged teachers to pursue. He emphasized that by modelling his

1hvo]vement'to'1eafn more about a particular innovation, he would

increase his knowledge in the area and demonstrate his level of

commitment to the staff. He illustrated this point at length in the

following passage:
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I cared about whole language, and I wanted to show them I
cared, and I wanted them to care about it too. . . . The other
thing was, as a personal goal to that in terms of my own
professional development, my P.D. goal-—and it was the one that
I sent in to the Superintendent--was to learn more about whole
language so that I could get a better feel of the fit of the
whole thing and how it would develop through the entire school.
So, as my own P.D. goal, and to enhance it, I was going to

" attend a couple of language arts conferences, which I did, and .

then I would be able to bring back even more.
A1l of the principal participants strongly agreed that the amount of time
and 1interest they devoted toward a partiéu]ar innovation, and the amount
of support they offered to teachers thfough professional development
activities, made a powerful statement about their commitment to the
change they were working toward. |

AN

Empowering others to facilitate change. Not only did principals

view themselves as being responsible for organizing professional
development activities in order to facilitate change, but they also
viewed themselves as having an important role in empowering others to
take an active part in the change process. One principal expressed the
view that @an effective school leader is one who encourages staff members
to Took at their own strengths and what they can bring to their role as

educators. In one of our interviews, she expanded on this belief:

So I think what you have to do is you have to’bet people to
believe in themselves and have faith in what they can do. If
you have confidence in your people, usually they’11 discover
their own strengths. . . . and so I think part of it is helping
that teacher to realize how good they are, to know what a job
they are doing.
. L]
Later on in the interview the principal described the co-operative

planning model that she built into the school daxp/ She described it as a_
time ﬁhew%gwémal1'number of teachers had an opportunity to share ideas,
offer sgggéggjons, and assist one another‘in a small grdﬁS‘%ituat1onL

F R
She described how this process gave the staff a greater leadership role

5
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in the area of whole language and co-operative planning, and how it
encouraged them to work as a team: ““"It’s almost like the staff is
inservicing themselves. . . . They’re planning together, so they're
building on their strengths as a team. So I'm interested in team
building in the school, too, and that gets some things happening.” She
also suggested that the key to empowering teachers is to believe in them
and make them believe in themselves:

I really believe 1t’s»hav1ng faith in your people and to know

that they really.tryiy*do have gifts to bring; it’s not just

saying it to~h$ﬁﬁf¢g; Yeachers really have a lot to bring, and

I think when you'have people build on their own strengths, then

you know you’1l have fantastic things happening, because

they’11 just go the mile. ,They’11 want to do it because they

know they can do it. -

A1l of the principals alluded to the idea that, by providing

leadership opportunities for those teachers who showed an interest in a

pért1cu1ar innovation or project, they were able to generate more ek

B &

1ntérest amongst staff members toward the 1nngbat1on. The same pr1nc1pd] -
who offered the comments in the above example described the benefits of .
simply involving a small ﬁumber of teachers in a leadership role:

I think what happens is, people inspire one another, that if
two or three people try it and it’s working, they would share
it with their colleagues. "I'm trying this and it’s really
good.” . . . The whole thing just kind of spins off.

Another pr1nc1pé1 described an incident where he was unsuccessful 1in
his attempts to improve the library in his school and increase its use.

He reflected on his attempts and attributed his failure to the fact that

he did not have a b]an for actively involving others:

We met and we talked but we didn’t, I guess we didn’t develop a
good enough implementation plan that would leave responsibitity
with quite a few people. We seemed to be doing an awful lot at
the time and I just didn’t feel 1ike pressing 1t and I couldn’t
give any more of my time: there wasn’t any more.
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I sensed.that the principal fe]tvthe project would have had a greater
chance of succeediﬁg if he had given the teachers more ownership and
responsibility.

From all of the interview passages centering on the idea of
empéwerment and shared leadership, I felt that the participants viewed

this notion as an effective means of initiating and\fac111tat1ng change

within their schdo]s. |

From the interview data it was evident that the four principals in
the study perceived their role as being an extremely powerful one in
working with others to bring about change for school improvement. They
viewed themselves as having to establish a positive school climate and
they emphasized that their efforts to communicate their own vafLes and
beliefs had a significant impact on how successfuf they were in bringing
about educational chaﬁgéé. fhey also Viewed themselves as being both
1n1t1§tors and facilitators of change within their school environments.

The final and subsgquent sectibn highlights the strategies and
skills that the four principals identified asgbe1ng helpful for

implementing change within their sghoo1s.

What Did Principals Do to Implement Change in Their Schools?

The interview data provided many in-depth descriptions of how
principals attempted to bring about change within their schools. The
pr1nggpa1'part1c1pants discussed in great detail various strategies they
used in their efforts to initiate and facilitate change. Their
descriptions of various change efforts also revealed a 1ot of insights as
to how they related to others involved in the.changes. The following

categories describe the strategies and skills the four principals
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perceived as being helpful to them in their efforts to work toward
-changes within their schools.

Investigating the success of an innovation in other school gettings.

Two principals who participated in the study discussed their initiatives
to improve the parent-teacher interview process 1in their schools. Both
of these principals stated that they had decided to postpone their
initiatives until they had researched other school settings to find out
how successful the specific interview project was:\uoné principal who
seemed very enthusiastic about the conference-reporting project dxpressed
the following comments:

Interviews is a good one that is coming up, but I have

elected--I think I believe in a longer interview, a more

thorough interview process<-but I have elected to wait and see.

When I take a look at the staff here, I don't think they see 1t

at this point the benefits. At this point I'm going to wait

and see how well other schools do at it and what kind of

district support there is and how their teachers feel after

doing two years of it. . . . I'm not going to jump right on the

bandwagon and get going yet. :
The above comments suggested that, although the principal was éupport1ve
of the more extensive interview format, he felt it was important to see
how it was implemented in other schools. During our discussion, he also

indicated that he felt that teachers would have greater success using the

format if they knew more about the kinds 6f obstacles other schools were

\_.,

encountering, and the extent of financial support they were receiving
from the district.

Another principal commented on her efforts to research the success
of the conference-reporting project in another school setting, before
implementing the project in her school. She described how she provided
her teachers with an 6pportun1ty to visit another schoo) sd that they

could interact with teachers using the conference-reporting gystem;
S

LY
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We took a day as a staff to go over to another school that had

_implemented it, and so the teachers had a chance to talk to

those teachers. . . . They had a chance to hear other teachers’

perceptions from other schools. ’ +
The principal who shared these comments strongly emphasized the N
importance of preparing teachers for the change envisioned.

Both of the principals cited in the above examples stressed that it
was important for them and their teachers to become more knowledgeable
about the implementation strategies used in other school sett1ngs. They
emphasized that the time spent investigating the implementation of the
project in other school settings provided teachers with more time to
think about the innovation and "mentally prepare” themselves for the ~.

change.

Monitoring the climate for change and initiating change at an

opportune time. When the principals described how they attempted to

initiate change in their schools, they of}en made statements like the
following: “Wwhen I felt they were ready for the éhénge I...,"0r"I
could see that it was something the staff would 1ike to get involved
with, and several asked me to do it." Statements similar to the above
suggested that the principals were very sensitive to the behaviors and
comments made by staff members before they attempted to initiate change.
One principal elaborated onpthe importance of monitoring the existing
2

climate before presenting the/staff“w1th a propﬁ%éT/for change. She

|
ment foned one way of gaining a be:.:r understanding of the existing

climate: “You might get their fe: -~ about it just by hearing what
they say to one another and to yo. on--in a sense this gives you
an idea of whether they’re ready or . Another principal explained

that he was able to proceed with his plans to introduce the concept of
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learning centers to a few upper elementary teachers, a?fer he overheard a
conversation between two teachers one day in the staff room. He
described the situation in the following way:

Even this week in the staff room I've heard a teacher tﬁiking

about how they didn’t have things to do when the k1d§/here

finished-their work, and that they were going o establish a
couplie of things in the room.

o)
The principal said that once he heard the teacher’s comments that she was
going to make a few centers, he knew that it was an opportune time to
promote the concept of learning centers td the staff.

The same principal suggested that he sometimes talked about an
innovation very informally, perhaps over lunch, just to let teachers hear
the concept being mentioned. He commented on his tactics in the
following way:

So I have brought that up several times so that péop]e have

thought about it, or at least they’'ve heard about 1t and have

had time to digest it. Then the next time it comes up it’11 be

that much easier to &pproach.

I sensed that this priﬁcipal probably used this tactic to 'test the

waters’ and get a better idea of how teachers would react to the concepts

—d

-

he mentioned.

- Although the principals agreed that they learned a lot about the
attitudes of individual staff members by how they interacted on a daily
basis, they also suggested that 1t was important to simply ask teachers
how théy felt about working toward a particular change.

Requesting the input of staff members. Each interviewee emphas 1 zed

on more than one occasion that it was important tg;}eek:out the opinions

“of staff meMbers before deciding on what innovations would be implemented

in their school, and what changes would be brought about. The principals

acknowledged the fact that the changes they had the greatest success with
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in their schools were those that involved the teachers from the outset.
During one of the interviews a principal related an instance where she
failed to ask teachers how they felt about participating in diagnostic

evaluation:

But, no, I took that one by myself for the staff, and we went

to a workshop by Alberta Education which was a real bomb, and I

knew at the end of the day that the whole staff would lynch me

1f they had the opportunity.

She then described to me what she should have done before making the
decision that the staff would attend the workshop: "On hindsight, I
you]d have gone back to the staff and said, ‘Well, what do you think?
fh1hk we should get'1nvo1ved with this along with everything else that'’s
there in articulation and whole language?’" Later on in the same
interview, the principal commented on the outcome of the whole episole:
“In the end it turned out okay, but that was more by good luck! That was
a change that:I initiated that had no ownership, and so that one didn’t
go as well. But you learn from those!"

Another principal also supported the idea of building ownership and
stated that when teachers became part of the decision-making process,
they had a greater commitment to the change. Her remarks reflected thﬁs
notion: "I feel that if they had some input, they have maybe more of a
commitment to the decision, and therefore more willingness to.carry it
out and to support it." The other pr1nc1§als expanded on this idea and
suggested that at times it was also helpful to ask the ieachers if the
timing was appropriate:

I think that conference-reporting is an excellent way to

report, but we’'re not quite ready for it yet. I think maybe

next year. But that’'s one I will throw out to the staff and

say, "Do you think we're ready to take it on next year or
should we wait a year?"
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This particular principal explained to me during the 1nterviewxfhjf she
thought several teachers on her staff were ready to take on the
conference—repdrting format, and she said that, in fact, they were almost
asking for it. However, .she reinforced the idea that, because this
particular project had to be implemented on a whole-school basis, she
felt that ﬁt‘was only fair to present the idea to the entire staff, and
follow up by asking for their opinions on an individual basis.

A1l of the principals who participated in the study seemed to
perceive their staff members as professionals, and therefore viewed their
involvement 1in the.decision-making process as being very important.

Making use of available resources. The interviewees stated that

once they had made the decision with their teachers to develop new
initiatives in their schools, they felt that it was important to assist
teachers in as mary ways as possible. Many of the principa]s mentioned
that they had callec¢ upon outside resource people such as district
consultants and facilitators to assist them with bringing about changes
in their schools. One principal described the outcome of involving a

resource person to assist his staff with their move toward a whole

“*

language program:

About six weeks or two months before we did the whole-school
theme, we brought back in and devoted an entire, in
fact, a couple of staff meetings--one with as a leader,
one with me as a leader, and we brainstormed ideas and kept a
line chart in the staffroom. As I was saying, we had

come in and she brought a bunch of material that we could
choose and see how they fit into the various aspects of the
theme. Then, we brainstormed more and more ideas and we left
them up here right through the entire theme so that people had
things to choose from, and we decided how we would organize our
material, where it would be left, and what things people would
use. We took one staff meeting, we went on kind of a
purchasing day where some people went to the bookstores, some
people went to the museum.
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It was evident to me when 1 heard the description highlighted in the
above example that the principal had done some preplanning with the
resource person so that the teachers' time would be well spent and their
needs would be well met.

Another principal commented on how she utilized the expertise of a
district ﬁaqilitator to provide the teachers with detailed information
about conference“qpport1ng both before and after they had made their
dectision to pursue the program. She commented with the following:

I tr?gd'my best to explain to the teachers what I understood of

the concept from the meetings I had attended, but I had the

consultant or the person who was the facilitator for the

project, Mrs. , come out to the staff meetings two or

three times and explain the theory and rationale behind
conference-reporting.

I sensed that this principal appreciated the fact that’a resource person
with a 1ot of expertise in the area was available to offer the necessary
information, share her experiences with the innovation, and offer support
to teachers.

The same principal mentioned that she made a special effort to

allocate funds her written resources specifically related to

conference-reporting: "I also had ordered ’s book on communicating

with parents and reporting to parents, and I got a copy for each of the
staff.” Another principal who was helping teachers adopt a whole
language approach to teaching expressed that it was her responsibility to
provide resources for teachers to use in their classrooms. She expressed

the following views:

I wanted to have classrooms that had an enriched environment,
so in order to do that I think, number one, I had to provide
resources for teachers. I had tg make sure that all of the
resources were here, because there ware a lot of books in the
school; listening centers were hg¢re if people were interested.

SR

- Ve
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The materials were here and teachers didn’t have to go out and
find them.
It was extremely evident that all of the principals saw themselves as
having a responsibility to provide teachers with the necessary resources
that would assist them in working toward the change.

Modelling and participating in the implementation process. In

addition to providing resources for teachers, all of the principals

stressed that modelling was an essential component 1n bringing about

change. In discussing this notion, they identified how modelling

benefited themselves as well as the teachers. One ipal shared her
view that modelling, or demonstrating the use of a -vation, can act
& ' "‘
as a means of motivating teachers. She expressed the following to gquf
T

. S

describe this point:

I'm quite enthusiastic about things, and I know that I have to

watch that, because I don't want to lay anything on, so I have

to find other ways to get people--and I think a lot of it comes

in modelling.

Another principal expressed the same viewpoint in the following
statement:

I think talking about it [the innovation] 1s a big motivator,

and letting them see something work is a big motivator.

and talking about it, getting them into it a 1ittle bit,

letting them see some results from it; 1f they see that a thing

works they’11 use it.
This principal reinforced the belief that teachers will more 1ikely try
new methods and strategies if they see ther as being practical in the
classroom setting.

Some of the participants highlighted another very important point
during their discussions about mode1ling to bring about change. They

mentioned that by modelling the use of a particular innovation, they were

able to identify its shortcomings. One principal articulated this idea
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in the following way: “That’s where maybe modelling comes in, you know,
then you try and model it yourself and sometimes by going through it
yourself you see the pitfalls a bit more.” 1In speaking with this
principal, I sensed that she was working toward the change in a more
proactive manner rather than a reactive one.

The four participants in the study really stressed the idea that, by
modelling and participating in the implementation of an innovation, they
strengthened their credibility with teachers. A principal who was
recognized for her ability to model what she believed in expressed the

following perceptions:

I guess I had some extra insight to bring to them, and I didn’t
bring it as an administrator; I brought it as a teacher,
because of the kinds of things I did in my own classroom. that
worked. So I guess there was a certain amount of cred1b11aty -
attached to what you’'re presenting: you ve used 1t and you S
believe in it, and so you share that. : B
Another principal who stressed the importance of eStab]ﬁshing -
credibility by modelling described how he attempted to mofﬁvate‘teééhéré:
to take on more extra-curricular activities for Studénts He - suggested
that he was able to involve teachers by taking on extra respons1b111t1es

himse1f: |

They saw it happen1ng, and I think that this yean teaehers are
taking on a lot more. . . . I think in some ways théy ‘do give
me a little bit of leadership because they know that t will
pitch in, that I'11 do my part. I won't give them extra .
supervistion and do none, I won’t try to get out: ofateach1ng
something that requires a lot of marking or preparat1on

"‘.3 A A

»

A third principal summed up the whole idea of creg1b1l1ty qu1te

nicely: Yes, it goes all the way through and, I mén“.vlﬂgust think ybu

can’t expect standards from other people that you ygursetf ban’t live up.
to." e
A few of the participants mentioned that at ti@es”ﬁﬁéylhad to go

- :
. L
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beyond modeliing to assist teachers in the change process. They
described how they offered hands-on assistance at the classroom level
with individual teachers. One interviewsee expressed her belief that
principals should be willing to assist teachers who are implemant ing new
techniques in their classrooms:

And if people want to give it a try, you're willing to go in.
I went into the classrooms and helped people set up. For
example, I had a teacher come and say, "I'd really 1ike to try
this, but I just haven’t a clue how to go about it.” And so I
asked the teacher to pick a time and I went in with the teacher
and we spent a couple of hours and we set up the room. In
fact, with that one teacher, I even assisted her 1in getting the
kids into using those different resources, and then she was
Teft on her own. After two weeks she came in and she said,
"You know, I'm really excited about what's happening. 1 see

- the value."”

Another principal who wanted the teachers in his school to use the
computers with students offered .to tg@e the studéhts for a block of time
and teach them simple keyboarding Sskills with the teacher present. He

g described the situation in the following manner:

I would go to a teacher, and I wanted them to be comtortable

with computers, and most of them had never touched them; they

had no idea what to do with them. So I said, "I’'m free for

this forty-five minutes, let me take your class. Come on with

us, we’ll go down to the Computer Room and I'11 teach them

something.” . . . So the teacher would participate in the

lesson.

Another principal who wanted teachers to learn more about planning
religious celebrations described how she handled a situation when she was
faced with a teacher who was quite reluctant to get involved:

{

I told the teacher that, “The best way to learn is to do it and

I will help you; I’m no expert, but what I know I’11 chare with

you.” . . . Now at the beginning of the year teachers ars

almost asking to plan particular celebrations.

A1l of the principals who sha}ed the above examples agreed that a
5§ "hands-on” approach to assisting teachers individually took a great dea)
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of their time; however, they agreed that it was a very effective way of
bringing about change bécause it demonstrated the practical value of the

chang« being pursued. -

Monitoring the change efforts. A few pr1ncjpa1 participants in the

study stressed the importance of mohitoring the change efforts of-those
involved. Although the interviewees 5uggested that it was important to
g1ve‘peob1e time to work with an 1nnbvat1on, they stated that it was
important to be aware of the number of efforts staff members made to work
toward the change. One principal Stated that when there were many things
happening in the school it was important for her to monitor how teachers
paced themselves: "I think yogﬂhave to look at your ‘teachers, so 1f
they’re tired, see if they’'re doihg too many things and just be
perceptive. You have to watch what’s going on out there so you don’t
overload them." )

A few principals expressed the opinion that it was often possible to
monitor change efforts by examining the work and behavior of students.
COnefinterv1ewee shared her perceptions regarding this idea: "As the
_ leader it is important to see what is going on in classrooms, what the
children are doing by their work, how they behave, and their attitﬁdes
towards it and whatever."” Another participant expanded on this notion
w1£h the following comments:

I guess the advantage for me is that I go into those classrooms

to teach French, so I'm in the classroom, but I'm in the

classroom with the children, so I can see a lot of what’'s

happening just by seeing what’s around. And so, if I'm seeing

lots of charts and lots of stories by the students and that

kind of thing, then I see that there’s something happening in

terms of whole language. . . . I think basically you're

monitoring by being visihle and by being around--spending

little bits/of time here and there.

. descr1pt1oné)prov1ded by these principals impiied that monitoring the
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c1assrdom setting and the efforts of teachers informally on a regular

basis was a most effective means of becoming aware of what was happening
‘ N o

. and how teachers were progress{ng tiyard change,

Reinforcing teachers for their efforts. Only one of the _
" a
. P
participants in the study suggested ;iﬁ:’"a‘ that it was important to
D! ‘
reinforce teachers for their efforts?

[og: .

Prking toward a change. She
expressed the view that part of her role in supporting Qeachers was to
show them that she appreciated their efforts within the school. She
articulated this viewpoint in the following manner:
I just think it’s important to support them financially,
emotionally, whatever. If a few people ‘have done some really
nice jobs on celebrations and things 11ke that, things we’d
like to see more of in the school, I try and let them know I

appreciate it, perhaps by telling them or by just sending them
a note.

This principal’s perception was that she felt it was important for her to
acknowledge the efforts of others, so that they knew that their efforts
were appfeciated by others. purfng the interview she indicated that
teachers needed to know that they would be supported etther financially

or emotionally. She also stressed the opinion that a simple "thank you"
to teachers is often forgotten, and that it goes a long way in motivating

others to continue with their efforts in working toward change,

Providing instructional time for teachers to prepare_and plan for
change. The idéa of providing instructional time to teachers to plan for
change Qas highlighted by most of the princ1pais during the'intérv1ews.
Principals expressed the idea that teachers were more likely to get
involved in the change process when they were given time to plan for the
use of the innovation being implemented. One br1nc1pa] described the

idea of providing instructional time, and stated that it was a powerful

4

‘s
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way of 1nvo]v{ag more individuals:

And, I think, also providing people 4th the opportun1ty to get

together, 11ke the co-operative planning mode)l that we’ve buiit

into the school day, where teachers get together every two

weeks for forty-five minutes to plan COprerat1vely, by grade,

It’s built into the school day, and I thipnk that's very

pqwerfu1, too.
She also stated that the teachers on her staff who were involved in the
caioperat1ve planning time appreciated that they did not have to spend

{

additiional time meeting with their colleagues after school. Shé shared
tﬁe following to illustrate this point: "And so you're building in, and
that’s going to get things happening in your school too,. because you’re
not doing it after school and you don’t have people in their own little
room; they’re planning together.” Although all of the interviewees
supported the idea of providing instructional time, they admitted that it
was difficult to schedule within a small school where there were very few
staff members. The participants also emphasized the idea th.iL when

principals provided this time for teachers,-they made a strong statement

about their commfthent to the change.

Working with a small group to initiate chgggg.? In addition to
providing instructional time for teachers, the principals felt that it
was often moré effective to initiate ‘change with é small number of
teachers. One partlchant in the study sdg&gg;ed that during her initial
»’attempts to bring about change, it was most worthwhile to work with those
teachers whé were eager to«part1cipaggijn thgﬂchange. She labelled those
eager to participate asvthe "swing.group." The following passage reveals
her feelings taward working with this group:

You’ve 'got twenty percent of your population that’1l say, “I’1]

do it immediately," you have twenty percent who’11l say, "I’m

not changing come hell or high water." And then you have your
swing group. And like she said, it's the negatives that gTways
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get you down. And you spend all your time worrying about how

you’'re going to get that person to change. Don’t waste your

time, because they might change and they might not, and you've

wasted all your energy there. I think you'd have a lot more

effect with that swing group.

As I listened to her comments, 1t was very evident that she felt
principals should direct their energies toward working with teachers who
had an open mind to the change, were willing to co—opbrate with one
another and would make things happen. Another principal shared a similar
viewpoint in expressing the following statements:

But to make changes occur, I think if you could get six out of

ten to go with the change, I'd go with it. If two of them were

left out, or two of them were on another course, so be it unti]

you can either bring about the change in them or they leave.

The principal who expressed the above comments implied that it is
possible to start with a smaller team of teachers, work with them, and
hope that their efforts would have a “rippling effect” with others in the
school. '

One of the interviewees who described his efforts to establish a
whole-school theme, where all of the teachers were involved, suggested
that he might initiate the programvdifferently if he were to try it again
in a diffe-ent school:

I think that going into another school, I might not right off

the bat again say, "I want to do a whole-school theme.” What I

might do is try and organize two or three teachers to do it in

a smaller group, and then see if it can catch on..
A1l of the principals seemed to recognize the value of working with those
teachers whg were eager to pursue change by experiencing different
behaviors and édoptingﬁnew techniqugs.v

| s |
In conclusion, the pr1ncipaT$Q§th%1pantS discussed a wide range of
: T

strategies and skills to describe how they 1mplement9d change 1in their
organizationQJ settings. Their percept1on highlighted the 1mp6rtahcq of ﬁ

3
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involving teachers from the outset, monitoring and assi$t1ng teachers
throughout the implementation process, and reinforcing teadhers for their
efforts. The principals also emphasized the importance of prﬁv1d1ng
instructional time for teachers to plan for change, and they Euggested

that it was often more effective to work with a small nuMbér of teachers

v

when initiating change.

. Summary r
‘ i .

The four principals who were interviewed provided’a rich description
of change, how they viewed their role in relation to change, and what

- they actually did to implement change in their schoois.

\
L

'3hey exbfeésed the view that change is a process and is vafued if it
a1m5'tqwlmg£gxg the learning environment for st‘.ents. They commented on
tEs/ﬁﬁgé that a trusting re]ationship between the principal and teacher
is an’essential basis for working toward any type of changé. The
principals also stressed the Q1ew that change involves the attitudes of
1naiviéuals, and, most importantly, the personal beliefs and values of
those involved 1n“the change.

All of the barticipants perceived their role as being a very
important one in implementing change in their schodls. They saw
themselves as having to establish a positive atmosphere in the school,
and haying to communicate their personal goals and beliefs to staff
members. |

Mést importantly, they viewed themse]vqs>§s having a moral
respéﬁs1b111ty to initiate changes to improve the learning environment
for their'students. Some of the interviewees also saw themselves as

being professional develozment leaders when they attempted to initiate

=
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and facilitate change witﬁ1n their schools. A1l of the principals held
-the view that it was their responsibility to empower teachers and help
them recqgnize their personal strengths so that they could experience
more of a leadership role within the'change process. )
In describing how they implemented change within their schools, the
%our prinéﬁpa] participants mentioned that they tried to involve teachers
in making decisions Yhen planning for and initiating changes. They also
stated that it was necessary to support teachers and offer assistance at
the classroom level when‘needed. The principals also coémented on the
importance of providing resources for teachers, and they suggested that
it was very crﬁcial to provide instructional time for teachers to plan
and prepare fof‘the implementation process. It was interesting to note
that all of the principals suggested that it might be more effective to

initiate change with those teachers who are interested, rather than with

everyone on a school-wide basis.
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Themes Within the Interview Data
Fntroduction |
Throughout the analysis process, the researcher identified several
under1y1n§ issues or themes related to the notion of leadership and
72change.
The intent of this chapter is to highlight the themes which emerged
from the interview data gathered. The following sections discuss each

theme in relation to statements made by the four principals who

participated in the study.

- The Re<ponsibility to Change Things

There seemed to be variations in the extent to which principals
regarded their own personal responsibility to make changes within their
schools. The principals with-less experience as school-based
administrators expressed the view that they fe]% compelled, as one
principal said, “to maintain the status‘quo."

Those principals with more exper1enée definitely viewed theﬁse]ves
as having a personal responsibility to chﬁnge things to improve the
teaching and 1earn1ng taking place in their school. These principa]s

also seemed %o view their role in implementing change in a very

confident, self-assured ménnig.
kIS
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Timing

Another theme that kept emerging from the interview data was the
notion of timing. When the participants discussed the idea of initiating
change at an opportune time, there seemed to be slight variations in
their opinions as to when changes should be initiated. A first-year
principal felt that it was a good idea to hold off from making any major
changes within her first year at the school.. During the interview, she
expressed the feeiings she had when she initially started her position:

I think when I first came in I thought, okay, maintaining the

status quo, uniess it was something that was completely adverse

to what I had read in terms of changes and starting new jobs,

and that kind of thing; it was my feeling that if I came in

1ike a bulldozer that I would lose them immediately.

The principal who shared these comments felt that it was wise to be
somewhat "cautious” in initiating changes within a new setting.

Another principal, on the other hand, felt that it was appropriate
to express his idea: for particular changes from the very outset when he
met with staff members for the first time. He shared the perspective
that the teachers he was working with should have a clear idea of his
philosophy of teaching and learning. He described how he initiated
change in the following way:

I did tell people even the June prior to starting here about a

couple of things I wanted to do. 1 had come out sometime in

June after I had been appointed here and I got to go and talk

to each staff member.

The comments cited in the above examples exemplify the contrasting
opinions of two principals regarding the notion of timing and inittating

change. 1In discussing the aspect of timing with both principals, it was

interestihg to discover that their decision of when to make changes was

-
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very much related to how confident they were with their role as principal

and their willingness to take risks.

Dealing with Resistance

As mentioned in the previous chapter, all of the participants stated
that change 1nvo1vesvthé personal attitudes of individuals. w1th}ﬁ‘the1r
discussions regarding the influence of attitudes, they often mentioned
the element of resistance. A1l of the principals alluded to the idea
that res1stance‘to change was often a result of "a fear of the unknown."
They also suggesied that teachers may resist change when they do not know
enough about the change.

One pr1nc1pé1 suggested that resistance to change is often more
covert in nature. She stated that teachers might have the attitude that
if they participate in something new owe year, they will not have to go“
throuéh the same experience the following year. She also implied that
when this t?pe of attitude exists with a group of individuals, it is

often impossible to build in any form of commitment or ownership because

personal attitudes remain negative. A1l of the principals suggested thgg%"

it was senseless to tfy to force someone to change. They felt that it

was important to give those resisting change more time.to rqﬁ]ect on an
innovation, more information about how the change will take place, and

assistance in incorporat1ng new behavfors into already esgéﬁ]ished

behavioral patterns.

Working with Others

There seemgd/gj be contrasting views to a certain extent in the ways

in which the four patticipants perceived the idea of working with staff-

QI
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members to bring about change. Three of the principals discussed change
as a process of encouraging'teachers to "buy into” an idea or innovation.
In conversations with these principals, they expressed the idea that it
was often their role to try to "sell" an idea to staff members. One of
the principal’s statements implied that her role in implementing change
might 1nv01ve some form of manipulation or coercion. She suggested that
the process of encoUreéing individuals to change involved the planning
and cooreinating of a different set of behaviors. Her comments reflect
this opinion:

I wish there was a better word, but it is manipulation. 1It’s

knowing where the people are at and taking them from that.

. I mean, there aré some things you close your eyes to, and

1t s the same thing, you have to close your eyes and yet you

know that in another situation it may come up aga1n and you are

able to say, "You know, I don’t agree with that,” or “You know,

have you thought of doing it this way?" or whatever.

The above passage sdggests that this particular principal saw a need to
‘persuade others to adopt her way of doing things.

A s%mi]ar perspective came through in an interview with another
principal. Comments such as, "I wanted to get people using the library,"
and "It seemed really important to me, but it didn’'t go with other
people,” indicated that he wahfed staff members to adopt a certain set of
behaeiors he regarded as being fmporﬁant.

While the majority of principals discussed the idea of impressing
their values on others when implementing change, they also recognized the
importance of developing group values within the change process. One
p%incipai did suggest that true change occurred when individuals worked
collectively toward a common goal, so that a set of mu1t1ple values would
result. The following comments illustrate her perspective in working

£
with other staff members:
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But 1 know that you can’t lay 1t on, I know that’s true.

And so the key is to provide opportunities for teachers and let

them--provide the leadership, I think. That's why I'm doing

what I'm doing, is because hopefully I have some leadership

skills and I find a way to get people excited about doing

things without imposing it on them.
This interviewee seemed to have a different perception of how change
occurred within an organization. She spoke of "providing leadership
opportunities for teachers” in order to bring about change. Compared to
the other principals, this principal seemed to really understand the
importance of providing time for collective group values to develop and

refine during the implementation process.

Ownership

Related to the fdea of workﬁng with others tp bring about change is
the aspect of ownership. Although all of the principals felt it was
important to provide staff members with the opportunity to be part of the
decision making process in implementing a particular change, they did not
all view the idea of building ownership in the same light. Three of the
principals viewed the idea of building ownership as mainly a way of
encouraging teachers to "buy into" an idea or innovation. They described.
examples where teachers adopted an idea or philosophy and incorporated it
into their way of teaching. One principal discussed her attempts to
create a more cooperative atmosphere in the school. Her comments reveal
how she tried to teach staff members her philosophy:

One of the things I recall was that I wanted the atmosphere of

looking at children’s behavior to be on a more positive scale,

and that required trying to teach the staff members my

philosophy. . . . Things like respect for one another, and not

setting up so many rules that you must not do this or that.

. I shared my thoughts with teachers on how I expected

children to act in the building, what my expectations were, and
then I developed a handbook, and not only one for the parents
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and students, but I developed a handbook for the teachers.
; Once the teachers got an idea of how I intended to operate,
- then we as a staff could carry out the plan and help if
/incidents arose--they could carry out my plan.

The statements highlighted above illustrate that this participant felt it
was possible to build in ownership by simply asking teachers to use
techniques and ideas based on her own personal beliefs. This perspective
of ownership seems to reflect to a great extent a 'sell it, buy it, use
it’ approach in working toward change.

Another principal had a very different attitude toward the whole
notion of building ownership in working toward change. She expressed the
opinion that individuals are more receptive to change when they are
empowered to use their own strengths and personal values in a leadership
role., She also indicated that teachers need to really share in a
prob]e&—solving process of identifying what kinds of changes should
occur.

By involving teachers as a group from the outset in a
problem-solving process, she felt that there was a gre- ar chance of
developing a sense of ownership, because those involved nad identified

,
the need for change and taken the responsibility to arrive at some
possible solutions. She also expressed the opinion that teachers wou]d.
have a greater long-range commitment to the change because they had
identified their own needs and offered suggestions as to how the change
would be implemented.

Through their explanations and descriptié%s'of how they att&mpted to
bring about change in their schools, it was evident that the two

principals cited in the above examples perceived the concept of ownership

in a very diferent way. While one principal seemed to view building
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ownership as a means of ésking teachers to adopt a desired set bf
attitudes and behaviors, the other seemed to view it as an opportunity to
involve teachers in a process of identifying needs and establishing group
values 1n'ordgr to work toward a specific change.
Recognizing Tradition :

Another theme that emerged from the interview data was the concept
of tradition. For some of the principal participants in the study,
tradition had an effect on their efforts to implement change in their
schools. One principal who had entered an elementary school setting
where there had been relatively 1ittle happening in terms of professional

"development found that the teachers were quite receptive to him and his
enthusiasm for im~lementing new projects and programs. He stated that
the school had originally been an elementary-junior high school with a
steadily declining enrolment, and there were very few new .initiatives
being implemented. He alsc menticned that the teachers appreciated the
fact that he had a great deal of experience teaching and administrating
at the elementary level, because the principal at the school previous to
him had a keen interest in the junior high. Given the fact that he felt
the staff would be feady for change, this interviewee stated that his
decision to share his personal goals with the teachers in the month of
June prior to starting his new position seemed quite appropriate. In
th1s situation it appeared that the existing traditions within the schoo!
sparked an interast for change, excitement, new direction and leadership.

In another schoo1‘setting, a first-year principal stated that she
was contenf to maintain the status quo for the first few months, and to

facilitate changes that were already underway within the school.
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However, she aiscovered that many of the changes that were 1ni§1ated the
previous year included one form of preparation or inservice education for
teachers. She described a situation where she found herself trying to
'Jassist teachers in using a whole language teaching approach w1;h a new
reading series which had been in the school for a year and a half:

It’s very hard because patterns are there, and this is--
actually I remember now, because , who teaches grade
one, said, "Okay, now this is my second year and so I'm working
on. thémes and I’m pulling from different books, whereas last
year I went sequentially.” So she's struggling with 1t and
realizes it’s a struggle, but you know, 1 go 1nto other
classrooms and I see spelling being taught from the old
Canadian Book of Spelling. . . . You know, I don’'t know how it
[whole language] was brought in, other than the fact that,
"Here’s the new books, folks, and isn’t this nice?" But there
was no inservice or preservice or any of that kind of thing.

In this‘situation the principal was faced with the task of educat ing
teachers aunt whole language feaching strategies and techniques, and
this was<éametﬁfng she felt should have been done before the reading
sériés‘was even selected or introduced ﬁo the staff. With the knowledge
that many of the changes’attempted pervious]y/}n the school had failed,
th%s particular principal was hesitant to initiate further changes.
Hp;evéf,ﬁshe did say that she was prepared to commit her efforts 1n
aééfgting teachers to work toward changes that were already initiated
hwithin the school. A history of unsuccessful attempts by the former -
prihcipa] tc initiate change within the school seemed to influence th;é
principal’s decision not to iritiate any major changes.

»

Group De{%berat1on vs. Dictatorship

Another theme that emerged from the descriptive findings was the
concept of group deliberation and dictatorship. A1l of the participants

felt that it was important to recoanize and racnact tha ckille that



71
{

teachers had to offer. Some felt that it was senseless to try to dictate
or demand that all staff members work with an innovation to the same
extent.  Two of the principals seemed less concerned with attaining full
‘
use of the ﬁﬁnovatidn'ﬁ1th1n their schools, while the other two
pr{nc1pals sgémed moré concérned with providing individuals with
) opportunitiés to develop their professionél skills at whatever level théy
were at. |
. _ ) X

The same.two principals frequently discussed the skill of decision
making and‘meqtioned how important it was to seek the opinions of their
staff.members. Therefore, they séemed td emphaéize that the "process og
'dec1s1on making"” was most 1mportant‘1n bringing aboutAchange, rather than
the final dec1sion itself or the end product. :In general, it appeared

- that the participants viewed deJiberatioh as a means of building grbup

values and a sense of cohesiveness amongst staff members.

Power vs. Authority

 The Qho]e issue of power andiauthority QQ# another underlying‘theme
within thel interview data gathered from the foyk participants. The
principals often ﬁade statements tpat reflected how much bower or
authority they saw themselves as'hav1ng in their Administrat1ve role.
Two principals éxpressed.%he opipion'that théy felt their staff members
saw them as power figures just by the very nature o#ytheir £1t]e andé”
-position. One principal stated, "I came.in with_the#ideé ofwtrying to
‘mrun the school in my way, in my fasbidh; 1 wasp't cdhing in with the L
1géa.of.Just fo]]owjng in ;omebody'e1s;’s foqtsteps." Another prfncﬁpa]
ma?e comments of a sﬂm11ar nature: "It’s thinking of oneself as, yes,

-this is w{thinimy pdwgr; Yes, I can say, ‘Jump,’ and they can say, “How



value system in a very subtle, personai way.
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high?’ because I have that authority.” Although these two interviewees
seemed to view themselves as being in a position of power, they also saw
themselves as having the authority to lead others, meke decisions and
attempt to initiate ghanges.

Another principal within the study held a slightly different view of
her role as principal. She descr1hed herse]f as having only as much’
authority as she earned through the respect of the teachers she worked
w1th She also suggested that exerting power to bring about change would
only result in making beople more resistent to change within the school.
This 1nterv1ewee expressed. the opinion that her authority as prtﬁ%1pﬂi

v P

and her effectiveness in bringing about change were a resdlt oﬁ;%he #
~

a*

positive relationship she str1ved for w1th staff members She emphasized

the 1dea that in order to attain author1ty and be effective in br1ng1ng
\

” about change she felt that it was necessary to earn the respect of

others. \

Views of Effective Lea ershi

livd

A. dom1nant theme that emequg from the descrept1ve f1nd1ngs wag the V.

)‘ v?\}tﬂ»‘f' W

,hotion of effective Teadership "behavior. A]though the 1nterv1ew

P
questions werv not specifica nténded‘to encourage the interviewees' to

assess their own leadership sk1lls the questions did encourage the

’ part1c1pants to reflect on their own behaviors and to examine their own

LY

.The descriptive findings also i1lustrated some variat1one in the way
that the part1c1pants viewed their 1eadersh1p roles. A11 of the
pr1nc1pals saw themse]ves as educationa] 1eaders . Ihey discussed the1r

IN

attempts to br1ng about cHgngengm order to 1mprove the education of;‘ﬁ““'~

»

1 "
~ i ey
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their students. Within their own school environments, they regarded
themselves as having high expectations for teachers and students, and
this was reflected in their desire to initiate or facilitate change. The
interview data also revea]ed'that the four principals were most

interested in bringing about change in areas exemplifying a strong

-3 3
WA
Ve -

B4

. ne1d for;ﬁér school.

ph1losophical base.

dhe pr1n§1pa1 made numerous comments about the importance of
coordinating the efforts of her staff and assisting them to recognize
their own strengths as individuals. She seemed to view an effective
principal as one who regards the educqt1bn of studenté as having top
priority within the school, and in doing sO is willing to create anx

I
i

atmosphere that supporté’andystimu1ates learning for all., This
particular principal also seemed to v1éw an effective leader és one who
can empower others to'bring_about change. Cofpared to the ptherl
1nter§1ewees, this participant spoke much more about the importance of
recogni;ing each teacher’s professional strengths so that these Jualities
could be fdentified and coordinated to benefit others.
~ An exciting notion associafed with 1eadeésh1p behavior is the
Wﬁééncept of vistH. ATthough §11 of the principal pargigipants discussed
their long-range goals in relation to change, some were still in the.
‘ process of developing their own 1eadershjp style and vision. One
pr1n¢1pa1 stated: '
And even in terms of school philosophy, I still don’t feel that
something 1ike that, I don’t feesd that there’s a strong
b philosophy as to what we really believe. And all of those
‘things are biggies that-really have to evolve. B Y

Only one principa] seemed to be able to articulate the vision she

She made statements such as, "I wanted to build a
. ; o - Y ” V.
’ . N ~ L o 4 \
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strong school philosophy for learning involving all the staff and the
students,” and "I think you need to get people to believe in themselves
and have faith in what they can do." By the types of professional
development activities this principal described as having organ1zed with

her staff members, it was evident that she had a creative way of

transforming her personal vision into a reality within her school.

Change as a Way of Learning vs. Change as a Way of Administrating

" One of the most important themes emerging from the interview data
was the manner in which principals viewed change. Some of the
: ) participants seemed to view change as a facet of administrating. They

ﬁ\  spoke of change as being externa)l td the individuals they were working
7o

Y
\
3

[

" With.- One interviewee §Bd
- [icts Y R
following Statements- y’

?&trated this type of attitude by making the

I have been try1ng ‘to have teachers utilize the library more
Sometimés J think I haven’t gotten very far with it. . It is
still not where I would like it to be mostly in terms of
teacher and student ut1112at1on

In this situation the intent to initiate change and 1mproVe the usgxof

the 11brary had originated with the pr1nc1pa1 N Later on in the interview

this principal stated that a]though the use of the 11brary had 1mproved\

it really was(ﬁot wherg?she Wou]d have 11ked it to be This view of

change reaT1¢/seemed to reflect the idea that the end result was mest 1
vlimportaﬁt. K " \ : ' o
A very difﬁﬁEgnt pe;spective of change_that came through the'.‘
interview data“ was that of\]ook1n§ at change as a form of.learndné. ‘Se@e
of theﬂgarticipants held a broad perspective of change and viewed 1t‘as&a

facet of living and learning, while others had a much narrower view of

Pl #
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change and saw it only as being part of administrating. One principal
demonstrated this attitude as she described change as an integral part of
the daily teaching and learning process:

I’ve never been able to say, "Yes, we've got learning centers
in place,” because we don’t. You continually refine and
polish, refine and polish, and it just gets better and better
and better. So I think for me it never ends. . . . But in my
mind, there's lots more we.can do in here to make it a better
school for kids and for the staff. So, it’s kind of never

ending.
These comments exemplify the interviewee’s belief that chénge is truly an
exciting, personal experience that 1s part of ‘1y1ng and learning. She

also seemed to regard each opportunity for change as a new challenge for

a‘lf’)‘catdrp to learn and groWw prygf’essionaﬂ'y.
oalie *

L3 .
’ -4 a

. ot
@

-In the descriptive findings gathered fromqghe four principa]/ ;

participants, there were sé&era] themes thé@ wgre~identif1gg‘re1a;1ng fo
the concept of change implementation. Attitudes about theirhgerscnaiy /)/
responsibility to initiate 'agd facilitate %hange seemed to vary_s]igh&y
amongst the four principals. Although a11 the interviewees shared the

belief that 1t€bas important tp seek input from staff members they heid

'd1fferent perspectives;as to how they should work w1th other 1nd1v1duals

and bu11d ownefsh1p to bring abouE’thange Some of the\€r1nc1pals
suggested that the traditjons and ex15t1ng patterns fn their schoo]s qug
obstacles to initiating change while others viewed trad1t1on as work1ng
in their favor to bring about, change

varied opinions regarding power and duthority 8%isted within the
interview data and yst fewer differences existed regardg;:’the notion of

deliberation. The fﬁndings also seemed to h1gh119ht the whole issue of
, R ~

e,

%
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leadership and how the principals perceived eff&ctive leadership in
relation to change. Most importantly, some principals viewed change andg@
change 1mplementat10n as an integral part of living, while others viewed

it as a responsibility within their administrative role.

‘M

i
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Chapter 6

Summary, Reflections, and Implications

This chapter ?39§4éts of five Q?Jor sections. The first section
summarizes the purpose of the study and reviews the research methodology
The second section summarizes the major findings and the themes existing
within the interview data. Personal réf]ec§jons‘1n light of the researc

are presented in the fourth section, while théifffth and final section o
. .
thdgghapter discusses several 1mp11cat1ons.for\practice and fesearch in

a
4

relation to the princ1pa1’s role in implementing éﬁ%nge.

Summary . - A

o 5o :
Purpose of the study. The purpose of the study wds to examine the

perceptions of four principals toward change and toward their role in
fnitiating and fa¢111tat1ng change within their schools. The reasons fol
this study are emphasized in the literature, which points out thfg
v1mportance of the role of the principal in implementing change atwthe
scﬁool level. .

The study.spec1fica11y addressed’tké following resedrch questions:

1. How did principals view change? |

2. How did principals view their role in relation to change?

3. What did principals do to implement change {ﬁ their schdo]s?

"‘Bg§§arch mgthodologz The research methodo]ogy used 1n this study
N

was des1gned to acqu1re principals’ perceptwns of thgir ro'le 1’

1mp19ment1ng change at the school level.

‘ 17

-
-
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.

(E’xyensive, semi-structured interviews were conducted with the four
prin?ipa]s from elementary and elementary/Junier high schoals. The
semi-structured interviews made it possible to bfobeﬁfor detailed
information when necessary. Open-ended questions allowed the researcher
to seek more thorough explanations“from the pfinC1pal participants and to

develop a better understanding of how princ1pa1s viewed their role in

imp]ement{ng'ghange.
‘Qiﬁﬁ,*J"mfbﬁpiai;aéd follow-up interviews were conducted over a two-month
R , N A
perﬁod. Each interview was tape recorded and transchpts‘aere’returned
to each participant highlighting possible qudt&tioné and’bfél}m1néry )

interpretations. Follow-up 1ntea&19ws enabled the researcher and

- .
4

interviewee to discuss statemehts notedeith1n the interview trahséripts.
These interviews also provided principal participants with the
opportunity@gnswer addiﬁ%onahqueskions and elaborate on specific
issues related to their role in implementing change within their schoo]é.
Data analysis was ongoing-frc. - time of the initial contacts with

the prlgcipa]é. .Journa1‘notatiéns, anreviated notations, and interview
;ranscr{pts provided 1nf6rmat1on for thévdata files compiled for each
’pringipa1. The 1nforﬁation was categorizpd*accordtpg to the major

research questions, and as member checks occurred, the data c¢ollection

Oéanded and statements made by the participants were analyzed.

Various. themes emerged from the cohtent analysis, aﬁd the data was

analyzed again to identify these themes. The themes were identified with

the 1qtent of1provid1ng further 1hsight and reflection into the datai
_ , .
being described. R ‘ \ .
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Major Findings from the Interview Data

The four principal participants in the study provided detailed
) descriptions of change, how they viewed their role in relation to change,
and what strategies they identified as being useful to bring about change
in their schoo1s
They expressed the view (pat change is a complex process, and one

principal specifica]]y emphas1zéd the notion that educators have a moral

\‘_,
w.

respons1b111ty to 1mprove the learning environment for students. The

pr1nc1pals emphas1zed the 1dea that if they did not view an innovation as_
. ‘$
work1ng towarﬁ a“better education for students, they did not attempt to
kS 4&‘ 4‘
! 1mplement 1t w11h1n their schools,

a
Al} of~§pe princtpa]s commented on the 1dea that a trusting

’a :elat1onsh1p betWeen the principal and teacher is extremely important in
n‘-t 4 e
attempting to bring about change for schoo1 improvement. The
}
1nterv1euges a]]udeé‘to the idea that when change occurred w1th1n their

- L]

5T, sgxbbls. it required those individuals inyolved to refocus their

»

att1tudes and to take risks. The ﬁ?ﬁns¢5a1s also shared the view that
change 1nvglv;s the be11ef systems of staff members. They stated

siaff members had to see the value of an innovation if they were going to
internaTife 1t or personalize it to any extent.

The four principals in the study~viewed themSe]ves as having a wide
range of responsibilities 1in br}pg1ng about change. They saw themse]ve§!’,
as being key individuals 1in bringing about change w1th1n their schools
and as having to establish a positive working re]ationship with others in
the school community; some of the pr1:S;pals saw themselves as having to

take risks in order to work toward thevvision they held for their

schoo]é. Most of the participants expressed the view that an extremely

e TN
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important part of their role 1in initiating and facilitating change was to
communicate their personal goals and beliefs to staff members. Although
EQE principals viewed their own values and beliefs as being important,

they sHared the opinion tha;(it was possible for teachers to keep their

«"f

personal values and goals in working toward the vision hgid for‘}he
school. ”They also expressed the view that the process of change often
involves a give-and-take re]afﬁonship Qhere those individuals involved
may sometimes have to'modify their expectations.

Some of the principals saw themselves as being professional
development leaders in their efforts to facilitate in their schools. One
principa] specifically saw her role as being a "staff development
leader,” and stated that part of her requﬂg”b111ty as principal was to
ensure that a qua]aty staff development prograh was provided to staff
members to address their specific rpeds. The pr1nc1pa‘shared‘§1fm11ar
views in that they felt an 1nnovatipn would have a greater chance of
succeeding if teachers were given more ownership and leadership
tesponsibilities. "

In discussing how they 1mdﬂemen2sd ?hange, two of the interviewees
suggested that it was important to 1nves£19ate the sﬁ;cess of an
innovation in other school settings before 1n1tiat1n§ change.

A1l of the principals felt thatvﬁt was important to monitor the
existing climate within the school before presenting a‘proposa1 for
change, or before involving staff members in decision-making processes
that work toward change. A1l of the participants commented that it was
important to provide written resources and the appropriate human
resources for teachers, and one principal even pointed out that it was

-.crucial %o provide instructional time for teachers to plan for the use of



a particular innovation.

Modelling was regarded by all principals as a very effective means
of assisting teachers in the implementation process, and one interviewee
expressed the view that modelling or demonstrating the use of an
innovation assisted her in motivating teachers to incorporate new o9
behaviors into their teaching style. Another participant felt that by
modql}jng thewuselof an 1£;ovation, he was able to e;tablish credibility.
A féw¢6f the principals féit that {t was sometimes necessary to go beyond
modei11ng to assist teachers in the change ocess. During the

1ﬁterviews the participants also expressed the idea th it is benéf101a1

to offey teachers ongping support and assistance wit icular

1nnovatio§ at the classroom level when, needed. It was interesting to
note that all four brincipaTs shared the view that it might be more
effective to initiate change with those teachers who have a keen interest

in an innovation, rather than with everyone on a school-wide basis.

~ ”
Summary of themes emerging from the interview data. From the

ongoin® analysis process, several underlying issues or themes were
ra . 3

identified related to the notion of leadership and change implementation.

t There were vary1:; att1tﬁdes amongst the four principals regard:ﬁg
ﬁeu_;ﬁey-hgﬁ themselves as having a personal responsibility to bring
about change within their'échoo1$. Principals with less experience
expressed the view thzi they -omstimes felt compelled to maintain the
status qua, whereas principals-with more experience seemed to view
themselves as having a personal responsibility to change things to
improve the tea§h1ng and learning taking place ?n Fb?i£5i€h°°1s'

The notion of timing was another theme which emerged from the

1nﬁerview data. A first-year principal felt it was a good idea to
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initiate changes gradually during her first year in the school, while
another principal felt that it was appropriate to share his goals and
initiate changes from the outset when he met with staff members for the
first time.

When dealing with resistance toward change, all principals suggested
tQat it was senseless to try to impose change on others. They expressed
the opinion that it was important to give those individuals resisting
change more time to reflect on an innovation, more information about how
the change will take place, and assistance in incorporating new behaviors
into already estab1ished/behavioral patterns.

Contrasting views existed to a certain extent in the ways in which
the four principals perceived the idea of working with staff members to
bring about chg‘ge Most of the principals saw ghange as a process of

encouraging teacg\?s to ' buy\1nto an idea or innovation. Some

principals regarded the 9t1oh of oynership as a means gf involving
teachers in a 'se]]-it—buyiiin: - g t0"Work ing toward change.
;waever, one principal who held a very}di;ferent perspéctive suggested
‘}hat true chahge occurred w%en individuals worked collectively toward
decision making and woaT setting, so that a set éf multiple valuesawould
result. This principal also expressed the opinion that teachers are more
receptive to change when they are empowered to use their strengths and

personal values in a 1eadersh1p role

Knother theme which emerged from the interview data was the concefit "

of tradition. Some of the interviewees suggested that traditions in ¢
their schools were obstacles to initiating change, while others viewed
traditions as working in their favor when attempting to initiate change.

The interview data also indicated that there were var1ed\gt1n1ons
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regarding the notions of power and authority. Some of the participants N
indicated that their staff members saw them as power figures just by the ?%
very nature of their title and position. Only one principal described
herself as having as much authority as she earned in working with othergﬁ?
This particular principal emphasized the idea that in order to attain
authority and be effective in bringing about change, she believed that it}

A

was important to earn the respect of otﬁérs{

The findings also seemed to focus on tﬁé broader notion of
leadership, and how the principals viewed effective leadership relating
to change implementation. Although all of the interviewees spoke about
their long-range goals in relation to change and the importance of
va1hes, some seemed to be st111 in the process of developin rgﬁéf}‘own
vision. Only one principal was able to articulate the viséon she held
for her school.

One of the more subtle themes which emerged from the interview data
was the extent to which principa]s viewed chénge as a part of living.
Some of the principa]s simply saw change implementation as a task within
their administrative role, whereas others seemed to view change as.; part
of living and learning. Those principals who viewed change as .a part of

1iving seemed to regard change as .a new challenge for all educators to

© learn and grow as professionalg.<u o, .

o

 iPer§gp§1'Ref1ections

% As I look back at my interactions with the four principal
participants from thé initial telephone contacts to the final follow-up

interviews, 1t becomes apparent that there were some discrepancies in

\

what principals exbressed,@t_djffarent times&guﬁing.the interviews.
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Although all of the principals sazd that building ownership was a
necessary part of working with others 50 bring about change, some
described instances where they made dqéisions on their own without
1Qvolving staff members in a group process. Even though some of the
principals stated on several occasions that getting the 1input of staff
members was very important in order to ident ify their needs and persona)
values, they spoke of instances where they attempted to impose their own
vdﬁues and beliefs on others. In regard to staff participation in the
decision-making process, Leithwood and Montgomery (1986) suggested that
effective principals “work towa:d high levels of participation by staff
and others™ (p. 113). They also sugge5£ that once school goals have been
set by the staff, the principal’s responsibility is to translate theﬁ
into tasks and attitudes so that each person is aware of his/her
contribution té?the goals. Those principals who spoke mostly about their
own 1nténtions rather than the intentions of the staff seemed to be more
concerned about achieving an end product or result with an inncvation,
rather than with the process of working with staff members to achieve
school goals.

Ih speaking with each principal individually, it became obvious to
‘me that the principals with little administrative experience were sti])
1nj;hé5pro§bsé'of"deVe1op1ng the r own-sense of leadership within 2he1r
ro1é. Although these two princ1pal$ displayed a strong self-concept and
value base, they seemed to stil] be3emerg1ng as lea.zrs in creating a
vision and being able to transform it into reality. Peters and Waterman
(1982) suggested that an important characteristic of an gffective leader
is vision. They stated that leaders who develop their own vision and can

communicate it effectively to ofhers are able .to put their own “personal



I3

ey

85

i

stamp” (p. 53) on the organization. In speaking with.the four

principals, I found all of them to be‘very open in the interviews and it

i

'became clear to me that the two participants who were fairly new to the

role of principal were very honest and sincere about the fact that they
were st111 deve]pp1hg their own v1s1on¢of what their school shou]d
exemp11fy\ They expressed the view that they were st111 learn1ng from
their daily experienceS( The principals mentioned that the 1nterv1ews
had encouraged them to real]y reflect on their beliefs and ana 1yze how
thev had att@mpted to 1mp1ement change 1n the past. ) .

In ref]ect1ng back on the numerous conversations I“had.w1th each

principal, I found it interesting that all of the four participantsl
AP ' ' ° . :

- displayed a real commitment to their own professional development. They

- spoke about the importance o%\geep1ng well informed with the current

Titerature relating to teaching and learning, and they ment1ehed their
experiences of‘part1c1pat1ngl1n graduate programs and attending
conferences. They a]f seemed to be enﬁhusiast1c and conscientious about
thejr work 1ife, and their enthusiasm seemed to demonstrate true
commitment to their role as leaders. |

As I analyzed the 1nt€rv{ew~datar§nd reflected on.the statements
made by theffour principals, I found that the literature on change'and
the princ{pa1’s role 1h relation to chahge ir no way reflects the
complexity of change and how it evolves within an organi;at1on. The
phincipa1s spoke.about the impact of existing atf1tudes and persona]
va1ues_amongst staff‘members,~and’they recognized to varying extents\that
those personal values are an integral part of 1living. Ho]t (1987)
stated, "Moral questions, then—-questidns of ethics or personal values--

have a great deal to do with 1iving, end with profess1on§§ activities
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1ike teach1ng, which may form a part cf/11v1ng (p. 16). Most of“the

s ‘11teratkre on change seems to conceptua11ze it in a very simplistic

manner, and it fails to address the critical 1ssue of-va]ues which are

' inherent in the change process. ‘Models attempting to explain change tend

to oxam1ne change 1h a neatly formulated step-by-step process 1eadfng to

~

achieve a specific end resu]t
".

A1though more»current research at, 1east recogn1zes that individuals

persona1ize the use of an innovation to varying extents, it still

Lo -

discusses change in relation to individuals working at the same-]gve]

. 74

with the 'same 1nnovat10n: to achieve similar results. The existing 3
. , | '

literature fails to relate the broader notion of leadership and group -

processing skills to that of change implementation within the school

setting.

Imp]ications'fbr Practice and Future Research .

Based uponfthe research literagure written on change and the
principal’s role in implementing change, and in light of the analysis of
the daté gathered in this study, certain recommendations might be

considered. The following sections highlight some of the implications

- for practice as well as for future research in the area of éhange and the-

pr1nc1pa1 s role in 1mp1emeht1ng change.
For practica. Given the f1nd1ngs dbout change and how pr1nc1pa1s
view themselves as implementers of chaﬂge within their schools,

praospective school principals also may want to give Spec1a1 consideration

. to the following recommendations.

-

f1rst1y, prospective principals need to realize that their own

~personality.and daily behavior demonstrate to others how they view
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education and change. Principals who are flexible, willing to

_comprom1se, and who demonstrate a. sincere commitment by part1c1pat1ng in

the 1mp]ementat1on process are most 1ikely to have credibility with their
staff members and be successful in working with teachers toward change.

éecbnd]y, pr1nc1pajs and prospective principals need to go beyond
the cuick—fix, step—bywétep approach to br1n91ng about change. When
necessary, they. need to be w1111ng to spend more time with teachers
individually and as a group in order to 1dent1fy individual needs, make
decisions, and deve1op group va]ues that work toward the vision held for
the school. |

Thirdly, 1nd1v1dua;s undertaking.the role of pr1nc1pa] need to
consider the importance of empowering others to help change.cvoivc.

Principals need to recognize and make use of the strengths of staff

members so that they build in a sense of ownership and commitment toward

. the change. By providing teachers with leadership gpportunities to

initiate change or to assist others with a particular 1nnovat1on;.tha
principal is able to overtly demonstrate a sense of tru§t and respect for
those teachers he/she is working uith |

Most importantiy, prospect1ve pr1nc1pa1s also may want to spend more

[ w
time réflect1ng on their own va]ues and ‘personal be11efs before

attempt1ng to initiate change, SO that when they attempt to make

,dec1sions in bringing about change "they have a so11d understand1ng of

"

the1r persona] va1ue base and, the Judgments they have made _Prospect1ve

school pr1nc1paJs also need to be more aware of the moral not#’n involved

in btinging about change. They need to view change in a broader sense,

and in doing so, recognize that change involves the personal beliefs and
' y)

values of all those participating in the implementation process.
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The implications noted above suggest that djstr1ct personnel who are
responsible for‘d1str1ct—w1de projects should be'awgﬁé of the complexity
of change and‘of the time requ1red‘?br change tog¥olve within the school
setting., If changé is to be more than simply a "qu1ck—f1x" to an /
existing educational practice, then individuals working at the district
level must be willing to.a11ocate the appropriate nesources and provide

sufficient time for change to evolve.

For future research. While this study attempted to identify how a

small numbér of pr1nciba1s perceived their role in implementing change,
it did not attempt to examine what principals actually do to bring about
change. This question might be considered in an observational study
where the efforts(and behaviors of principals are observed within‘the
school setting.

As this study focused mainly on principals working 1h e]ementéry and
e1emén£ary/jun1or high schools, other studies might ?ﬁvd]ve principals at
the junior high and High school level, to see if principals® percept;ons
regarding their role in change 1mp\ementat10n differ to any extent.

ile this study sought the principal’s perceptions of his/her ro]e.
in 1mplement{;§\change, future studies £fght also attempt to exam1he how

teachers view the principal’s role in bringing about change for school

improvement.

Concluding Statement

By examining change from the principals’ point of.vieV,YI found it
possible to compare their (perceptions to the existing literature
i

;regarding changé implementation and leadership. My discussions with

these principals shed 1ight on the -importance Qf persoha] judgment and
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decw#sion makiné in re]at1dn to bringing ébout change. Most importantly,

" though, the’s§udy 1Fent1fied for me the sheer tomplexity of changs,. Itp
also emphasiééd the considerable 1£portance'of the principals’ vision and .
be]ief;, and how these become the basis from which he/she works toward

initiating and facilitating change within the school.

I3
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January 26, 1988

Dear

Thank you for participating in my research project “Principals’
Perceptions of Their Role in Initiating Change.” The purpose of my study
18 to find out how principals view their role in initiating and
facilitating changes in their schoo) environment.

Although -there is a great deal of literature available related to the
topic of change, there is very little information on the prin¢ipal’s role
in initiating change. Being that mdnag1ng change is a current issue,
your perspectives as a principal are very important to providing insights
for others.

Your involvement in the study has been approved by , our district
testing officer, » Superintendent of Program Services, and my
thesis adviser, Dr. Margaret Haughey. Your involvement in the study will
entail an interview of approximatley one hour in length. A1l information
for the interview will be kept confidential and a transcript of the
“interview will be returned to you for clarification, and permission to
use specific information.

I wish to assure you that no comments or statements will be attributed to
‘any school or school principal. At no time will you or your school be
identified in the final document. As a participant you also have the
right to withdraw from the study at any timeﬁ

I appreciate your time and involvement and look~forward to speaking with
you.

Yours sincerely,

Deborah Rowley

DR/s1
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June 20, 1988

Dear

Thank you véry much for participating in the interviews designed to
gather information for the study "Principals’ Perceptions of Their Role
in Implementing Change."”

Your interest, time, and contributions were very much appreciated. A
copy of the final document will be available to you in your school
system’s professional library.

Sincerely,

Al

Deborah A. Rowley

DR/]D [
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Interview Schedule

(Sample Questions)

How many years have you been an administrator?
How long were you an assistant principal?

Tell me a bit about how you view yourself as a principal. What kind
of things do you think are characteristic of your .role?

r»yr
So when you came into the school and vou had some {deas 1n mind, did
you set a l1imit or perhaps some expectations for yourself as to how
much you would try to do for that year?

You commented on how you provided resources for teacherz. Did you go
into their classrooms to find out what was happening”

How did you monitor the new programs and techniques they were using?
You've sald several times now, "With the strong staff I have
How do you set the climate or atmosphere that demonstrates the

attitude, "We want tc get i1nvolved'? How did you get that attitude
going? .

With staff changes each year, how did you continue or maintain this
attitude toward change? ' :

What would you do if somebody said, "Well, I don't want to try that’?
How do you 'test the waters' or get a feel for what is happening in
your school, to know whether it’s the appropriate time to introduce

or initiate something?

Tell me how you go about involving your teachers in the
deciston-making process you keep referring to.

How do you know you've reached your intended result?

When you came to this school, how did you see yourself coming in,
since you were new to the school and new to the role of principal?

Could you describe a change that you have attempted to initiate or
implement in the past?

How do you keep a close check on how your teachers are progressing
with a new idea or innovation?



-

!

wWhat kinds of proarame 1n vonr <chool are teachst inttiated”  wWhat 1s
yort role yn assisting teachers with thetr effarts to bring abouy!
change” ’

S

What 1mpact do you thank timing ha. oo relation to change”

Were vou aware of the notion of timing when you 1atroduced the
change”

-

-
Tell me more about how vou seo Change as being a proeasyy .
You said yourself that change doos not happen overnight . How oo yoi
see yourselif, as an administrator, being able to support teachers

nver an extended period of time”

wWhat would vou do n g situat fon whare someone was resisting the i1dea
of change”

How are you influent1al 1 qelting people ta work as a team”
Do you thank you have to bufld a team before vou can attempt char e’
Or do you think the team-buriding process ooours as ndtvidoal . .

through changes?
g

How do you demonstrate to statt mambers your commitment to a

particular Innovation?

How do you support teachers 10 thetr eftorts te mplement an
innovaton”®

Does your role differ in any way wnen you are attempting to implemen:®
changes that are initiated at the district level, as compared to
those you've initiated?

wﬁen you 1nitiate change of some sort, do you do so wifh a sma!l
group, or do you expect the entirg staff to participate”

You mentioned the notion of mode!ling. How do you think modelling
has an 1nfluence on others in work'ng toward change”

You've mentioned tha* the attitudes of individuals often vary within
a school. How do vou attempt to facilitate changc when individuals

have varying levels of interest and commitment toward an innuvatl’on

or idea you would like to iritiate”

How important are the opinions of your staff members to you when vou
are attempting to implement change?

what advice would you give to prospect:.e principals who are going to
be involved in implementing changes within their schools”
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Sample #1

D: 1It’s kind of in a sense 1ike the people who resist a change and
putting themselves through a new behavior pattern, like you say, need
time, neéd to be not coerced or.pushed, maybe just even have it brought
to their attention, you know, asking them why they’re doing it, and
here’s why we do this one way, maybe, and, 1ike you say, maybe those argy
the ones that over time, over two, three year$<after fhey are totally/
absorped in a school that’s of a different philosophy, might have tp s1t
back and look' at themselves and then say . . . '{ - 3 '

P: Do I fit here?

D: Yes, or do I fit here, yes.

. P: And I thought, you know, I’11 be surprised. The only reason why 1
think I m1ght be-ab1e to do the p]a1d phon1cs books reTat1ve1y fast is |
that I Know that they are 1nterested in gett1ng more books for their
grade level. And so, it's sort of like dangling a/piece of candy in
front of them and saying, you know, and I thought,#and I'11 look at the
budgeiyand say; not only will "I give you‘that mdney but I will double tha
money if-you will. And I thought, those phon1cs books are about five

bucks a pop, and I think that’s at least 60 books per tlassroom. And I

thought that’s not a lot, but it’s some. So, you know, I thought maybe

- they’11 do it. Otherwise you just sort of have to let it, and then the

i
seed is planted. And I have one coming to Phonics and the Whole Language

Program on the in-service day. So I thought, you know, we’'re trying to

-meet them, at least, through the back door.
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D: And that’s what takes so long! But An terms of, if you dﬁdn’t do it

" that way and you cahe in and you said, well, we’re going to have a_who]‘!
" Janguage schdo] here, and we’re going to do ﬁhis this year, and this is
what we’re going to work--all going to work on themes, and whatever, and
you might find that people will stay with you maybe fok'ij months, and
then a]i of a sudden they're going to throw their arms up and say, hey,
I've had it. Like, I don’t like this. What are you doing to us, you
know? |

P: And yet I also think that I want to move in that direction, so I do
think--that’s why I say I'm trying to think of what do I want for next
'year; so that I can sit down, say, at the end of Fébruary and at the
beginn1hg of March, say to them, 1qok, this is whefe I’dllike to see us

' moy1ng, and so that they havé a chance to let .it gel, and so on; and then
again be open touthem, saying, no, I can’t handle this or we can’t handle
this or whatever. But then they can make. a decis1on too; they might
say, okay, I'm thinking of a change I don t agree with that, so I'm

" moving schools. But I think, too, sometimes, I mean, you can’t let
everything é;blve, or you'd never gef anywhere. And so I think that you
haveito plant the seeds. And I thought, with the writing program this
year, I thought, okay, where can we go from that? Let’s take it and move
at that rather than sort of saying, okay, we d1d wr1t1ng this year, now '
we' re going to do math, now we're going to do this, butjiak1ng something
and rga11y doing it well, so it’s ingrained and integrated with them.

D: And building on it in the end.

_P: And that’s not even fair for the kids.

D: What do you fée1 your role is in terms of modelling? You don’t have

to answer right away.
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P: I think that’s really important, but it's awfully hard to model
everything you want. And I thoubiht, you khow, fn terms of it’'s one thing
that 1 think is" really important and that I can see why they say that
principals should teach, because I don’'t thiﬁk that, if I don’t go in
well p1anned: I don’t think that I can expect them to go in well planned.
And, you know, if I don’t do my correcting, I don’'t think I can expect
them to. So I can see why tgach1ng principals is very important, but
choose onr subjects wise1y,'not like I did.

D: You’re teaching probably all the leftovers.

P: No,‘I’m not, but it’s 1énguage arts, social stud1eé, héévy—duty
marking, but it’s stuff that I really like. So, I mean, you’rg trading
off, if I had to teach Phys. Ed. I wouldn’'t do any marking, but 1'd do a
lot of preparation. Aﬁd éo, you know, you’ve gqt to trade off here.

D: So in ferms of modél11ng, then, if you model in your teaching,
.model1ling what your vision sort of is for the schoo)

" P: And behaviors and that kind of thing. The other thing I thought,
1ike, it’'s something really simple, too, is, like, in te}ms of dress
code. And I notice that, coming to this school, people dress very
professionally. But I thought last year Jane dressed profeséiona]]y,

always wears a suit and tie, or sometimes he’1]l wear a sweater,

but I think that comes .
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Sample #2

D: Being that it’s your second year, thgn, last year, wheh you came 1into
the school, you must have had maybe some idea of what this school was
1ike. Were there a lot of changes that you started underway last year?
P: There were a few changes that I--1 kept my'goa1s fairly 11m1téd, and
even still, if you talk to the staff they‘might say there were too many,
but I don't th1nk the changes were that great and they were fairly

" supportive, but I did tell the people, even the June prior to starting
‘here, about[a couple of th%ngs that I wanted to do. I had come out
sometime in June after I had beén appointed here and I got to go and talk
to each staff member, and I said that the one thing I really wanted to
start here was a writing program with the kids. How would they 1ook at
that? I.said that’s one thiqg that I'm very high on and I want going in
the school, and I said I would like to start that right away in

September, bringing out in part1cu]ar, introducing in-servicing

with us and get the writing program going and off the ground, and that
would be my one big thing. And they all agreed with that in June,j!ilwe
were able to start with that right away in September.

D: Great. ad

P: In fact, I think we had out the first two weeks in September.

I had booked her the previous year, so our Thursdéy afternoons, that’s
how they were spent. |
D: Oh, so you did this on a continual basis? It wasn’t like a one-~shot

in-service, then?
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P. Yes. I think _____ came out three times or so, and then she came
back out to help the teachers individually in their classrooms and came
out. for parties and things 1ike that that went with the writing program.
So that was the one big change that I wanted, was to put an emphas1s on
writing. And I did have a fair 1dea‘of the type of kid that would be in
this area, the type of school that would be; because I had taught at

School, which is neighboring to here and very similar

soctioeconomically, so I had a fair idea of the type of placevI was coming
to. But I think the teachers make the school more even than the
community, so I wasn’t sure how the personalities would be, and I didn't

know any of them, except for who I had taught with previousty, but

she was part-time last year. -
D: Oh, okay. You, then, when you came in, you had set some goals, then,
for yourself, I'm sure; it sounds like you had already said, well, we're
going to work on‘théwwriting program. That was a whole-school kind of a
goal. How did you view your ro]é in starting this°

P: Okay, I felt I had already initiated by kind, of putting the bug in
peop17 s ear that this was someth1ng that I rea1ty cared about, and I
wanted to kind of show them that I cared, and I wanted them to care about
it. I wanted them to think this is going to be something good, or at
1eai‘ we’11l go along with ft because it sounds interesting or something.
The/other thing was, as a personal goal to that in terms_of my‘own
prq#ess1ona1 development, my P.D. goal--and it was one that went in to
thé Superintendent--was to 1éarn more about whole language so that I
cou]d get a better feel of the fit of the whole thing and how it would

develop through a whole school. 1 had some experience with that, but I

fneeded to get it more straight in my mind because, even today, I couldn’t
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come up with a definition of whole language. I don’t think there
probably should be one, but I wanted the Writing to fit into an overall
language arts program that really worked for kids, that made them
comfortable, not necessariiy'score a lot higher, but that kids became
more comfortable using language, they were comfortable with writing, they
were comfortable with réading, it’s not someth1n9 they hate, it’s
something they look forward to. So as my own P.D. goal, and to enhance
it, I was going t; attend a couple ofllanguaée arts conferences, which [
did, and then I would be able to bring back even more.b
D: Was there, then--it was your own goaTS plus you must have at some
time, from ‘the very beginning when you asked Charlotte to come in,
because it was a change you wanted to get going Tn the school, was it
really a change for most of the teachers hére, or had they been . . : ?
P: Yes.
D: Okay, yes. So then it was something--or a new focus at least,
anyway. o
P: Yes, it was a new focus.
D: A new emphasis.
P: A new emphasis on the fact that the writing would be as 1mportant as
the reading, and that‘they go hand in glove, they’re not two separate
items altogether. And that writing isn’t just reports, that writing
1sn;t Jjust the sentence copying and things 1ike that, that the kids have
to get their own ideas down, and that they will benefit from publishing
their own books.
D: So, 1h aessence, too, it's also a way of teaching?
P: Yes.

~D: Okay. So that's more of a philosophical type thing, that if people
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are teaching to a who]e‘language program with that in mind as a part of
every subject that they teach, it'11 1ptegrate it, then it’'s not a big
deal. If it is, that we have 1angua99{arts from 10:00 t111 11:30, then
it is a big deal. It could be a_ch;Age in a way of teaching, too.

P: Getting ____ involved was key. That was important, because it's
one thing for me to say that I 1ike it and this is what we’re going to do
and explain it all, but it’s another thing when I've done that p]qs
there’s another person coming in who’s even mor@--can add a new flﬁvor
and more emphasis to it. And then people look at that and say, well,
now, there’s two of them that believe that, so maybe there is something
to this,

D: So, when you came in, then, you already had, because you had spoken.
to them in June, you came in, that was a change that you wanted to get
underway. Was there anythfng that you fe1f ydu;d like to introduce but
maybe thought that you might wait for a while until you got into the
schqo1, in terms of, did you fee1 that timing was--were you aware of the
timing kind of aspect of it?

P: Oh, yes. I would like people to use learning centres in the school
again, and I think that that fits--it’s not a dependent .-fit with the
writing. You don’t need learning centres in order to be able to write,
“nor do you need the writing program as such, or the emphasis on the
writing program in order to have learning centres. But they do
complement each other, and can complement each other, but I waited until
this year to bring someone out ;o talk to them about learning centres.
And I established some learning centres in more subtle ways, and I
believe that probably the best ally when you’re doing a change 1ike that

. =t
is to have one of the teachers going-along and showing, 1ike somebody who
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is keen oﬁ it and you'd give them everything they need.‘ And so I had
started a little bit of that last year when one of the teachers was
interested in teaching on themes. When I had come back from the
conference in Winnipeg, I just went on and on about how this person
talked about tea¢h1ng in themes, and somebody said, Well, that sounds
11ke the way I have always thought teaching should be, but I always
thought I was confined to the gextbooks. Sb she said, How would I go
about teaching a theme? And I said, Easier than me explaining, I have a
book that has a theme already developed, with everything you would need.
And I gave her that and she just went with it for five weeks. By the
time she was finished, she had several centres in her room ana by the
time she was finished I also said, It’s really neat, we have all these
kids calling, we have extra computers in the Computer Room, would you
1ike to have a couple right in your room in the corner that-the kids
could go through and use with these couple of programs? They’re .©0ld
ones. And she said, Sure. So I took those dbwn and set them up for her.
Well, before the end of the year another teacher wanted to have a couple

of them in her room for the kids who were finished, and so those are some

-

centres that are goihg, and then, as the idea of centres got going, I

brought in this year in October.
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Sample #3 ,

\.

P: It did to some extent, though I knew that I w&s going to be here for
'

two years at least. And I came with the idea of‘ﬁky1ng to run the school

in my way, in my fashion. 1 wasn't coming w1thﬁt§é idea of just

following in somebody else’s footsteps. Some of thﬁ 1ittle things that 1
ff“ \

remember doing, the library had one onﬂ% &?h1on‘égﬁ$ was teacher

»

resources, and I moved all of those hﬁnﬂ%ﬁworkroom‘ w;§use I felt if it
was in the workroom the teachers might utilize more of that, because I
could see that it wasn’t being used. And in that I recall there was a
little cubby area where students used to sometimes work, but sometimes
’they would just ?ﬁ;y in there. And I know one of the teachers had
expressed some reservation about this, but we wenﬁ aheqd with 1t anyway
and did it, and then there didn’t seem to be any problem. So it was more
cosmetic changes, perhaps. I made a number of changes in the library,
because I felt that was one of the things I tried to work on in my years
here, because I fee1<ihat a library should be-a place where ch11dren can
have room to work and have it more as a resource center. Jhere were many
fine things in the library, more to do with science, perhaps, items that
you would collect for science. So I was in the process of moving these
out to make room for . . . so that was a change that some of the staff
members. observed, didn’t say a heck of a lot, but tHey certainly ,

But there were some comments.

D: That happened very soon, then?

P: Yes, it did. It certainly did.



108

D: First day! Did you see yourself, then, as--1 guess ev: v has
their own strengths or their own interests in particufar philocsophies of
teaching or in curricular areas--did you see some of those things coming
through in the vision that you had for your school?

P: Yes, yes. The library is one where 1 suppose it encompasses the
whole school. I have been trying to have teachers utilize the library
more. Sometimes I think I haven’t gotten very far with it. It's still
not where I would like it to be in terms of teacher and student
utilization, and ultimately student utilization, but we did things like
trying to get parents to come in. Well, first I had staff reading ’
stories to children ax~noon in the library in the winter months, and then
we tried to get parenfs to come in and do that, and I set up a viewing
center in the library and a listening center. And the 11sten1;g center
was very popular,

D: It wa: used a lot?

P: It still is, yes. And now, this last year, we’ve put the computers
in there.

D: I noticed, yes. .

P: Because one of our teachers thought, perhaps, if all the computers¥s
were in one area they ;ou1d be utilized more, instead of one per /
classroom, type of thing. So we’re trying that this year. But also the
idea that the library and for students to make greater use of resources -
there, so we were fortunate to have the services of the library
facilitator last year. So there were two classes involved in that
program, which was nice because she was able to have projects and got the

students to use it more. So, then, by example and by the physical

changes in the library and some of the things that I had discussed in the
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stait meetings related to the kinds of things, like having an dkfur come
in for tﬁe ooy SO we've tried to focus on--one of my things 15 trving
to get chldren to read more. Sa focussing on the library and the things
that we're doing there, plus other th1hgaj1n the school, like encouraging
them to read, and t%en having awards in Séptemher

D: To promote readingy.

P: Yes. So that kind of thing. ‘

D: You had probably had a lot of experience trying to implement maybse
some changeé, especially when you're developing your early childhood
program 1in our system. You had a lot of experience doing that, and then
also with combined grades, because that was sort of a pioneer area,
wasn’t 1t? They had not had combined grade consultants before, so did
you find that, when you came here, that some of the strategies you
used--you talked about you came in, you had some things that physicallv;
cosmétic change that you did right away--was there any philosophical-type
changes that you were tryingtto put fortr witn the staff?

P: One of the things that I recall was that I wanted the atmosphere of
Jooking af children’s behavior to be on a more positive scale, and tha'
required trying to teach the staff members my philosophy, and then how I
wanted it--what kind of an atmosphere I wanted in the school, which
required their cooperation, too. Things like the basic respect for one
another, and not setting up so many rules that you must not, you must
not, you must not, but gradually trying to share with the staff how I
treated children, like, for instance, if there was a problem with a
student, send it to the office, send it to the office. They've all
learned, with the exception of one who still is trying to do this, and my

philosophy is that if a child is acting up, it’s not my problem; it's the
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teacher's problem. I will work with the teacher and help her, but |
don't think 1t's up to me to solve b, Inevitably, 1 am nvolved oot
with - But basically what 1 have done with that thing was to share
with the teachers my thoughts on how 1T expected children to act in the
bQﬂ]d\ng, what my expectations were, shared that with the staff and then
I developed a handbook, and not only one for the parents and students,
but 1 deve]oped a handbook for the teachers, for the staff as weli. And
in that I set out some of the things that we'd-- standards of behavior,
if you like, for want of a better term, for the stqunts and so, once thn
teachers got an 1dea of how 1 intended to operate, then we ac a
staff--and ] try to do things gradually, because hitting them with
every;h1ng all at once 1s no good, at least, I don’t think it is--so once
they understood how I operate, how I dealt with students, and usuaily I
would do it in the presence of the teachers so they could see, then the,
understood what I was trying to estab]ish; Then they could carry and
help if incidents arose, they could carry on my ptan,.

D: Were they involved when you did the handbook? Did you have a lot of
these ideas stated yourself, or did they have input into the book? .
P: I had a good idea ag to what I wanted to put into the book, but I
asked them for input. I said, "I am going to prepare a handbock for

staff; what things would you like in there?” So they gave me just some

Py

ideas, but then I compiled it by myself. Also what we did in terms of
trying to promote more of a community thing was, with the staff, we
looked at ways to reward the childfen for the things that we wanted, so
together the staff, we developed what we'd do for awards and that kind cof
thing. So two or three times a year we acknowledge this, and we have an

award for different things, so the staff had a 1ot of input into that.

-
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Po Yer.o And there's no owhership,

D: That'- raght. | what happens when you come into a si1tuat 1on
where somebody resists, out-and outright resists, what your vision 1y, o
not maybe what your vision 15, because probably they wouldn't be here to
begin with 1f they weren’t at least somewhAat enthused about what wAS

happening 1 this school, ot least now with the principal being invalved

-

s

inothe hiring a 1ittle hit more, or selectiyoan process.
P: We may louse that,
D: Yes. What happens it somebody said, “well, gee, I don't wan* t.o do

that™? What should you do?

el

Two thinas: one thing that happens, I-think, 15 that f people are
hefe and thev dun’t get i the bandwagon because the philosophy 1s S0
strong, because it’s bought by the majority, they usually themselves wil!
not stay, because they don’t f:t into it. Apother thing that happenhs s,
parents sometimes--1f a teacher doesn’'t fit into the philoscphy ot the |
school, which the parents also have ownership of

D: Yes, that's right.

P: . . . because we sell our philosophy tC our parents. [ ve had
parents say, "That teacher does not fit the philoscphy of the schoo!l,

and that can create a problem for teachers. I had no problem with
sitting down with the teacher wr s resisting what's going on 1n the
school and is detrimental to the students in eitﬁer. number cne. Joing

the job of evaluation, if 1t’s a teacher who should be on Goals for
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Improvement>because hey are just not do1ng the job, then I will get
involved with that. i don’t think in a threatening way, but let’s say
you've got somebody on staff who's not doing a competent job. Then I
thiqk,‘as an administrator, I pave to look at 1t from the evaluation
po1nt(of v1ew.. The other thing is, you might havé a very good teacher
who 1s just not fitting the>SChoo1 and, I think, to sit down with that
teacher and say, “"How do you feel about being here?” and maybe that ;
teacher should be somewhere else. Or if they want to stay,vthat at least

they know that we’re wiiling to help them, but if they’re going.to stay

)

they can’t really buy out of this. If we’ve got a Jon Stott’s Spiral

Sequence Literature Program going in our school from kindergarten to six,

ahd some teacher says, "I’'m not doing that program,” then we don’t have

it: we don’t have a spfra] going. And so we have to be able to say to

that teacher, "If you're going to be at , that will be an

expectation, because this is fhe project tﬁat we do, and our parents are
éware of it, and it’s a spiral, and it moves up,/and therefore it 1s a
commitment you must make in phat instance.” That’s Just one example.

D: Using that exampie, do you give peép]e some time to--you were saying
some people need more time.

P. AbsOlutely. And I wouldn’t even expect it in the firsgqyear. Let’s

~_say somebody came on board and maybe they’'d do a 1ittle bit of it, or

we'd send them out to a workshop with Jon Stott, or we’'d have another

teacher do some planning with them; you have to give them the ‘

. opportunity; you can’t just lay it all out at once. We had a new teacher

come on staff this year, for eXhmp]e, in grade one, never been 1ﬁvo1ved

in articulation process, never taught whole languége, came from a highTy

structured envirdhment, and she was a teacher who was placed here. -I was
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very worried about her, but, at the same time, I knew that I could not go
down to that teacher and say, "I want to see listening centres and
reading centres, and I want to see all this stuff happeiring,” that I had

to allow her time to fit. We dealt with those problems, that some of the

i ras '

grade ones didn’f wapt,to come to school. We were dealing with that
whole thing; continuity wasn’t being provided in one room.

| D: Yes, and expected a lot of f;ople.

P: Yes, and parents,“téo. Anéﬁso I had to find a quick way tg give her
a few strategies, 1like, “Maybe if you got some self-portraits out 1h the
halls and a welcome sign aga things in your classroom that kind of speak
of environments, that will be your starting point. And then as you get
more comfortable w 'h the children, I will help you set up some things
fhat»you would Tike when you feel you’re r And looking at that
teacher now, whén you walk into her class ' would never know she
had an adjustment problem, now. But if I he. .ohe in 1n‘September and
said, "Now, you get this all in place because you don’t fit it,"” she
would have probably had a nervous breakdown and we_wou]dn’t have
accomplished a thing. So I think you have to give people time, and she
wasn’t doing anything truly detrimental, although her style was such that .
there were some kids Qho weren’t happy being in her room initially, and
that’s not great. But at the same time you can’t come down on the second
day and say, “Look, you’d better change that.” You have to find a way to
gi?e them .'. . and-I anticipated the problem, and I talked to the
parents and said, “She’s new; give her time. This is new to her; give
her time to fit in to this. It’)1 come.” And it did. So those are

difficult questioﬁs, though.

D: That's great. ~And hard to make that decision at that time, too.
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P: Yes. And sometimes you get people staying on who don’t really--that
ybu are disappointed, that they’re not re§11y going maybe as much--it’s
such a good staff, really, it’s strong. 1 think they support each other
and 90% of the time it’s really going well,

D: , you had mentioned before that when diagnostic reading came

up, you had said you had other things going on at the school; jt might
not have been the right time. How do you test the waters or get a feel

. for what’s happening out there, to know whether it’s the right time to
introduce or initiate something new?

P: I'm a real believer in pacing. Some people will look at theAschoo1
from the outside in and they’11 say, "You're doing too many things,” But
I don’t think they can’make the judgement; the people on the inside will
make the judgement. And I think that what you have to do, because
sometimes you will make a mistake--that was one example, of taking on one
thing too many too soon, and so I think Jjust being able to back off from
it and say, “Okay, we’ll shift gears; we’ll let this one go," and then
have the étaff say, "Well, no, I really think we’'re okay on this one."
But I think you do have to pace and be careful. I think you have to }ook
at your teachers, see if they’re tired, see if they’re--examine how many
things you are doing, and just be perceptive. You Bave to watch what’s
going on out there so that you don’t overload them. And at the same
time, though, ff you provide the staff development that they need and you
provide theAsupport/that they need, you can alleviate soﬁe of that. Some
people say, "Well; how can we do all of this in x number of years?”

Well, I think you can do it because, number one, it’s good education,
it’s good learning, and all you’re doihg is brihg your people up to date

with what’s happening in learning styles or e?%operative learning.
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Today, the more tools you provide, if you provide the tools with the idea
that they’re tools, apd that teachers can use them to help them be better
teachers, and not say to your staff, “You must be knowledgeable in
learning styles; you must know haw to do co-operative learning; you must
be an effective teacher; you must do whole language; you must , . . ,"
and you just kind of lay all that on as a lay-on, people are going to
say, "Forget it!" Bdt if you provide them with tools, where they c&n use
co-operative learning, or where they might like to look at a learning-
style component of their c]assroom;.and you Just kind of keep providing
them with téo]s, some of our teachers have said, "It’s so gocd to be
ahead of the eight ball than behind it. I feel so good when I go to a
workshop and sémebody says 'learning styles’ and I know what that’'s all
about, or somebody says ‘co-operative learning’ and we’ve already done it
in a staff meeting, and we know whag ‘whole language’ 1is about because
we’ve been doing it for three or four years, or we’ve been involved in
articu1a£ion.” They're not fn that position now that some schools are in
where it’s all being laid on because it’s been»1éft to the very end and
it’s just being dumped on .

D: And they want to catch up.

P: . . . whereas, we’ve processed it over a period of time. I'ma -~
strong believer in process, too; we do a lot 6f processing. We process
everything. .

D: You go tﬁrough it toget@%x?

P; Yes. If we’'re h§v1ng arb;oblem, then we look at it through process.
Let’s say the school isn’'t going the way you want-?t. Let’'s say you see
the whole place is falling apart. Let’s say that happens: . Qou’re midway

through the year and all of avsudden everything seems to be crumbling.
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Then 1 would tafe a look at some process and say, “Okay, what’s the ideal
situation? Where aré we? Let’s examihe what's going wrong; let’s
process the problem.”

D: Write it down.

P: Yes, look at it and figure out how we can get--right now, I'm
thinking this time of the Year that we should have a Self-Esteem Week.
That's just kind of something that’s come to mind, and so now I’m looking
at ways that I will process that with staff so that we can have a
Self-Esteem Week for staff and for kids right now in this time ffame,
maybe right after Teachers’ Convention. Get staff to process: How can
‘we have a week 1ike that? What would we do? What is its purpose? Where
is 1ts value? Why do we need it at this time of the yéar? And fﬁen get
sbmething going that gets everybody up again, because this is a slump
time of the year. So, I think, those kinds of things. Owﬁership, I
guess, ysu’d héve'to build in that, because if I just came out and sgid,
"Look, we need a Self-Esteem Week around here" .

~D: They'd\fay, "Well, what's wrong?"

P: Yes,’"Wﬁ%@js wrong with your self-esteem?” right? Let’s take a look
< at £h1s time of the year. How do we usually feel this time of the year?
What can we do to have a little ]ift in the school? Of course, the mini-
Olympics will do that, too.

D: So that,'sort of; then, from the initial onset, if you Can_tel], you
went through the process and it broke down, or they said, "No, this is

not the right time,"” or whatever, then you say, "Okay, fine, let’s go

through it."

P: That's right, and it’'s not a life-threatening situation. If I felt

the instructional program was going down the tube, it might be a little
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bit 1ffe threatening and we’d have to say, “We'd better get on top of
this. We’'d better take a good look, because this is a high priority."
And at that point, I think, és a leader I would say, "I think we're in
trouble here; we’d better take a look at it." Self-Esteem Week, I might
throw it out and see how people feel about 1t; if they’'re all for it,
away we go. And they probably would be, because that's like a motherhood
statement: nobody’s going to turn down a Self-Esteem Week.

D: Maybe one fina] question is, how do you know when you’ve reached your
intended result with these people? How do you know that you’ve achieved
with a project or if it was something that you just said before, after it
happens it feels so good to see how everybody got in it. How do you know
when a change is reached? I wouldn’t say something like learning
centres, because it’s going on all thevt1me; you nevér really end it,
even though the idea of initiating is not initiating

P: I don’t know if you ever end any of 1it, because if I look at the
kinas of things where we have initiated chahge in the school, we're

certainly not finished with the articulation process; we certainly could

N o

do a lot more with Qho1e 1angUage——we’re sti]j growing; 1earn1%g centres
can afways be extended; school climate will always succeed and collapse
throughout the year. And so, I really don’t know if you ever come to the
end. I suppose if you had a specific curriculum objective or some£h1ng;
I suppbse you could look at the mini-Olympics, but fhat’s not really a
change thing.

D: No.

P: So you can see that kind of culminating. But I don’t know if you're
looking at improving, because all of the change that we’ve been involved

with in the school is all in the learning process; I don’t think it ever
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ctops, so you just keep spinning it on and keep getting better. I always
sty you're polishing i1t. I’ve never been able to say, “Yes, we’ve got
learning centres in place,” because we don’t, because you continually

refine and polish, refine and gé]ish, and it just gets better and better

and better. So I don't think ﬁor’me it ever eﬁds. That’s why is
‘not anywhere near where it coﬂ]d be, because I-always think, "It’s pretty
good, you know." I think it’s a good school, but we’'re not where we
could be. It could get much bYtter. It’s not because we’re not doing a
good job, though. You know whé} I mean? The people are doing a super
job, and I would never go out t&\the staff and say, "We’re not anywhere
where we should be.” But, in my mind, there’s lots more we can do.in
here to make it a better school for kids and for staff.'

So it's kind of never ending.

D: It’s rea11y'neat to see that idea of the atmosphere that you can try
new things without feeling hesitant, or that teachers caﬁ get involved in
things without feeling hesitant as a nice atmosphere to work in. ¢

P: I really almost think the biggest obstacle to change is when people
realjy——f think where leaders run into trouble is people maybe don’t have
confidence in the leader, or they don’t believe that the leader beljeves
in them, and they just don’t want to do it. So a lot of it 1; how we
present things,-and it's how you look at it, too. You go to leadership
and we go to agenda meetings and so on, and let's say somebbdy presents a
new idea. Let’s say it's whole language. Some administrators will look
at it and théy’11 say, "That’s just another thing we have to gét involved

in. That's a lot of‘crap, and I'm not going to do it." And somebody

else will say, "That’s a better way of learning and maybe we should look

at 1+
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D: It’'s not something that stops ; 1t's not

P: Yes, and I think anythfng new that comes along is worth looking at if
it creates a better learning situation for kids, so if you can have that
idea that most new things that are presented are usua]]y better than what
we’'ve had, if you look at them closer, unless something is réa11y wacko
or something, but you should at least look at it. There's a lot of
research out there on co-operative learning. I took a workshop in it
Tast yeér; I think it’s really exciting. I haven't really done anything
with it with my staff yet, although I have had a few staff meet ings where
I’ve used it. And that’'s what I'11 do, subtly, is use it for a while and
then probably present something else down the road. But I didn't go down
to Seattle and take a course in co-operative learning and then come back

and is a co-operative learning school. But yet, I think

co-operative learning is a wonderful tool that we eventually wil) use in
this school, but I have to wait. The same with conference reporting: 1
think conference reporting is an excellent way to report, but we're not
guite ready for it yet. I think maybe, maybe next year. That 1s one 1
will throw out to the staff and say, "Do you think we’re ready to take it
on next year, or should we wait a year?" Some teachers are ready for it

now; they’re almost asking for it. They’'re saying our .
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Jan.

Feb

Journal: Notations

(Sample)

. 15/88
(Telephone)

Is very interested in the study and the concept of change.

. 18/88

[Principal] has a keen interest in staff development. Sees the staff
as a vital asset in assisting with change.

School seems alive with sense of community (statements on staffroom
walls).

Office is very ‘child-oriented.’
[Principal] spoke a lot about the power and influence of teachers.

Seems to have a strong viewpoint about getting them to see the value
of an innovation.

Very modest about accomplishments:; credits the staff for their
accomplishments.

Seems really interested in change and seems to be analyzing her
behaviors as she shares them.

Talks about the lack of district support for administrators seeking
to make improvements in programs in their schools.

Build in instructional time for teachers to work together,
Mentions tﬁat all teachers are working at different levels. Seems to

be a humanist and appreciates everyone for their strengths; doesn’t
dwell on weaknesses.

April 18/88

(School Visit)

[Principal] speaks about “group processing” and her attempts to take
the staff through a decision-making process to identify problems and
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generate solutions. “These are our problems . . . ." (Was excited
about the approach.)

Was interested in reading her transcript. Shared it with members of
her family,

Spore about judging the pacing of things happening in the school.
"Only those involved can make a judgment.”
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