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Abstract

The purpose of this study was to examine the work of principals in
selected schools in Alberta to see what influence specific environmental
factors had on their behaviour. It further sought the impiications any
environmentally specific behaviours may have for principals and for those
responsible for training principals.

A qualitative research method was employed to study the work of
three effective elementary school principals who work in suburban and
rural areas, in large and smal)l schools, and in areas where parents were
classified as either high or middle socio-economic and educational
levels. The small number of participants was chosen to ensure that thick
descriptions of their schools and roles could be developed. Specific
environmental factors were limited as indicated above to decrease the
range of influences which may cause changes to behaviour. It was found
during the course of the study, however, that the chosen schools were
influenced by a further four specific environmental factors: speciai
education classes, low local enrolment compared with design capacity,
part-time teachers, and different education jurisdictions.

The principals involved were observed and interviewed in their own
schools and co-operated in a joint interview.

The research showed that specific environmental factors do influence
principal behaviour. It appears that the size of the school has the
greatest bearing on principal behaviour, as it would on a leader in any
organisation. Socio-economic and educaticnal levels of parents also have
a significant bearing on the tasks principals carry out. Each of the

identified environmental factors had some influence on principal

iv



behaviour. ‘

The researcher claims that identifiable characteristics of principal
behaviour due to environmental differences have major implications for
principals, education jurisdictions, and trainers of principals.

The most significant implication is that there is no current
training program to assist principals to cope with the differences in
work caused by specific environmental factors. It is recommendeﬁ that an
expert system be developed to fill this major gap in current
principal-training practice,

It is emphasised that research in many more schools is required to
verify findings from this study and to generalise sufficiently for an

expert system to be produced.
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Chapter 1

The Research Problem

Context Within Which the Research Was Conducted

Research into effective and excellent schools highlights the vital
role of the principals in developing and maintaining high standards in
schools. Such research has identified specific environmental factors,
such as educational levels and socio-economic levels, which impinge on
the work of the principal in schools studied, and some researchers have
indicated that individualised training programs would assist principals
to meet the demands of schools influenced by them. However, there has
been no study conducted to identify clearly all of those environmenta)
factors which may influence principal behaviour. Neither has there been
an individualised training program developed to assist principals in that
area. On page 211 of this thesis I explain briefly the very wide range
of environmental factors which schools experience. In fact, any school
would display a variety of such factors. It is probably the enormous
number of combinations and permutations of those factors which helps to
make each school unique. Such diversity is beyond the scope of a
research project at this level. However, this is a beginning in the
development of grounded theory and resulting implications for trainers of
principals. This could well be used as a pilot study in developing an

expert system which could deliver individualised training programs to

principals.
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Problem Statement

There is a large body of research on leadership and school
principals. Most studies have concentrated on developing general
theories governing leadership. However, some research has indicated :hat
the individual school environment may have considerable bearing on the
leadership sty}e required of thé affective school principal. One of the
weaknesses of current training programs is that "thay are designed to
generalize across schools and districts” (Leithwood, Stanley, &
Montgomery, 1987, p. 52). Willower's studies with Kmetz (1982) and
Martin (1981) noted that there were distinct differsnces between the way
alementary and high school principals spent their days. Further, Kmetz
and Willower surmise that the substantial individual differences observed
in elementary principals’ work habits “"probably can be attributed to such
things as . . . environmental demands” (p. 74). Hallinger and Murphy
(1985) say that "studies of leadership suggest that managerial behavior
is strongly influenced by organizational and societal contexts” (p. 218),
They also state that “principals of the smaller schools . . . tend to be
more involved in managing curriculum and instruction than principals in
larger schools” (p. 235). In a study of effective schools in low- and
high-socioeconomic schools, Hallinger and Murphy (1986) identified
considerable differences between principal behaviours in the two types of
schools. That study supported the findings of Cross and Bennet (1969)
who said, "A number of writers have discussed the influence of the
socioeconomic level of the community on the school. A1l essentially
agree that the operation of a school is profoundly influenced by the
socioeconomic character of its community” (p. 1). Literature suggests

that training programs for principals should reflect the differences in



principal behaviour caused by environmental factors.

Culbertson (1979) says that most training programs for principals
are based on rural and suburban settings. He states that "problems
encounterad in urban environments received 1ittle attention. It was in
response to the needs identified in the planning meetings that the UCEA
decided to develop new materials to train people who expected to assume
positions of leadership in urban schools" (p. vii). Salley, McPherson,
and Baehr (1978) said that two "issues [which] provided the impetus for
the research program on the principalship [were) . . . to describe the
varying conditions under which principals work [and] to develop training
programs to help principals work more effectively under these varying
conditions” (p. 24). Cross and Bennet (1969) suggested such a need a
decade earlier:

A second implication concerns the nature of college and

university programs for the preparation of elementary schoo!

principals. The prevalent practice is to have a single

preparation program for all elementary school principals.

Since the nature of the challenge to principals appears to vary

with the socioeconomic composition of the school's community,

it seems appropriate to consider the diversification of

preparation programs accordingly. (p. 17)

In Alberta there is a wide variety of schools, including elementary,
elementary/junior high, junior high, junior/senior high, and senior high
schools. These may be in public or separate school districts, divisions,
or counties, or be private schools. Further, these schools are located
in very differing environments, low or high socio-economic urban or
suburban areas, tightly-knit farming communities, mining towns, native
communities, very isolated communities, and communities with multi-racial

populations.

Leithwood, Stanley, and Montgomery (1987) state that "the behaviors
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in which principals actually engage while doing their work are legion. A
comprehensive description of these behaviors defies any research method
currently available” (p. §5). There can be no substantial argument with
the first half of that statement, but I believe that it is possible,
given sufficient resources, to investigate principals’' work in a very
wide range of schools and come up with a comprehensive list, sven if not
a completely exhaustive list, of those bshaviours.

The problem being addressed in this study is fourfold. First is an
attempt to look at all of the majr- tasks that the three principals being
studied perform, The second part of the problem is to identify those
environmental factors which make each school unique. Thirdly, there is
the problem of identifying which tasks are generic to all principals and
which are due to specific environmental factors. The fourth matter to be
addressed is implications, including implications for the trainers of

principals.

Rationale

Leadership and Dacision Making

Peters and Waterman (1982), in a study of "excellent” companies,

admit that our bias at the beginning was to discount the role

of leadership heavily. . . . Unfortunately, what we found was

that associated with almost every excellent company was a

strong leader (or two) who seemed to have had a lot to do with

making the company excellent in the first place. (p. 26)

fhe principal is appointed to provide leadership to his/her school.
With the current pressure on schools to achieve excellence it is quite
apparent that we need excellent principals to administer them, Studies
carried out by members of the Department of Educational Administration of

the University of Alberta have shown clearly that school board chairmen,



superinisndents, and teachers place leadership qualities such as
management skills and communication skills, which require decision
making, at the top of their 1ist of characteristics required of
principals (ADP Project Team '87, 1987; Montgomerie, McIntosh, & Mattson,
1987; Red Deer Outreach '86, 1986; Vermilion Outreach '87, 1987).
“Decision making has been widely recognized as being at the heart of
organization and administration” (Owens, 1987, p. 267). Campbell,
Corbally, and Nystrand (1983, p. 123), and Hoy and Miskel (1987, p. 316),
support that view,

To assist principals and aspiring principals in developing and
enhancing their leadership skills, appropriate preservice and inservice
programs are required. If such courses can concentrate on the specific
types of problems on which they will be required to make decisions,
significant benefits should accrue to participants, and through them, to
their schools. To ensure that the training opportunities provided mest
the needs of schools, this study aims to identify the most common
problems which arise i schools and require principals to make decisions.

Leithwood and Stager (1986) state that "highly effective principals
quite consciously used an explicit strategy for sorting in daily problem
solving” (p. 12). It is expected that problems identified by principals
in schools in Alberta can be sorted into categories. It is anticipated
that this information will be used initially to develop a wider study and
finally as a basis for an expert system. If school jurisdictions had
access to an expert system, those undergoing training could do so while
working. Therafore, the cost of deye1oping an expert system would
eventually be offset by the comparatively low cost of training using the

system. Although this could not be classed as a financial saving, as no



training in this area of the principalship is offered at present, it

would be filling a major need in principal training.

Varied Environments

As stated earlier, there has been 1ittle research into the effects
on leadership and decision-making styles of the different environments in
which principals work, Martin and Willower (1981) and Kmetz and Willower
(1982) conductad case studies of elementary and high schoo)l principals in
a variety of settings. Kmetz and Willower suggested that similar studies .
using the environment as a variable would be worthwhile (p. 76). Martin
and Willower recommend that "further directed observation with other
samples is clearly desirable” (p. 87). Estler (1988) states that
"deciSion-making processes in educational organizations look and operate
differently under different conditions" (p. 305). Leithwood and
Montgomery (1986) say, "All this argues for significant differences
between the two principal roles [elementary and secondary] although the
issue has not been given much systematic scrutiny” (p. 10). Research
cited previously indicates differences between the roles of principals in
high- and Tow-socioeconomic communities, in rural/suburban and urban
environmenté, and in small and large schools. Therefore, it is argued
that there is merit in investigating the different school environments
which exist in Alberta to see whether different categeries of problems
are identified in, say, urban high schools and rural elementary schools.

The three schools in this study are influenced by the following
environmental factors: elementary schools, large schools, small schools,
suburban schools, rural schools, high socio-economic and education

levels, middle socio-economic and education levels, filled to design



capacity, enroiment well below design capacity, special education
classes, part-time teachers, and different education jurisdictions. It
is hoped that information generated in this study will be used as the
basis for a wider study and, later, a training program for principais,
The notion that training programs can be based on specific categories of
problems for spacific types of schools rather than bsing based on general
theory alone is supported by Estler (1988):

In the training of administrators, we might replace recipes

with skills in analysis of organizational dynamics and

concepts. . . . By understanding a variety of approaches ., . .

and the range of organizational conditions . . . the

administrator can be better prepared to, and even enjoy,
organizational ambiguity and complexity. (p. 316)

Conceptual Framework

I believe that this study can be shown diagrammatically. Figure 1
shows tasks which are specific to particular school environmental
factors. Those tasks lead to implications for principals which, in turn,

lead to implications for trainers of principals.

A1l tasks carried
out by principal

Implications Implications

Environment- for S for
spacific principal trainers of
tasks behaviour principals

Figure 1. Relating environmentally directed principal behaviour
to the training of principals.



Organisation of the Thasis

The “"Literature Review,"” Chabtor 2, Qas condhctod to see what
previous research says about the need for effective leadership,
principals’ tasks, training of principals, and expert systems. Further
investigation of the literature became necessary as a result of the
findings of this study, I have attempted to discover whether these
findings agree with findings of previous research or not.

Chapter 3 describes in some detail the methods used ih the conduct
of this research,

Each of the next three successive chapters is devoted to one of the
principals and her or his school. Thick descriptions of the principals’
tasks were develbpad from observations in their schools, a series of
individual interviews and contacts, and a group interview. The major
interviews were audiotaped and transcribed for analysis.

Chapter 7 looks at the tasks which are common to the three
principals. These tasks cover the major areas of the principals’ work
and probably are generic to all principals,

Chapter 8 looks at the tasks which are not common to all schools.
It is argued that those tasks can be attributed to one or more of each
school’s peculiar environmental factors,

Chapter 9 summarises the findings of the two preceding chapters and
links those with principal behaviour, implications for principals,
implications for education jurisdictions, imptications for trainers of
principals, and implications for further research. It is argued that
current training practices are most appropriate to prepare principals for
the tasks which are generic to all school settings. It is further

argued that there are no current programs which train principals to meet



tasks caused by specific environmental factors. A case is put forward
for the development of an expert system to fill that gap in the training

of principals.



Chapter 2

Literature Review

I havo carried out a review of some of the current literature
appropriate to my topic with six main purposes in mind., These are:
(a) to find support for conducting this research within the interpretive
paradigm; (b) to find evidence to support the notion that to be
effective, organizations need strong leaders; (c) to develop an
understanding of the way principals work and the types of tasks that they
perform; (d) to investigate other research which has studied how specific
environmental factors affect principal behaviour or affect schools in
such a way that principal behaviour must be affected, and relate their
findings to findings in this study; (e) to obtain ideas on what is
required in training programs for principals and to see if the literature
suggests any beneficial affects of individualized training programs; and

(f) to find support for the development of an expert system,

Yhe Interpretive Paradigm

In Chapter 3 I go to considerable lengths to describe how I came to
the decision that this research should be conducted through qualitative
methods. There has been a great deal of research conducted into the work
of principals and into schools in specific environments. However, I
could find no research which links a wide range of environmental
peculiarities with appropriate principal behaviour. Therefore, I
consider this particular piece of research to be in a virtually new
field. I also believed that principals are the most appropriate people

to talk informatively about their role in regard to specific factors and

10
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provide rich descr1ptions of thqsorro1o§. fiold and Norse (1985) say
that "qualitative methods should be used when there is 1ittle known about
a domain . . . [and] are particularly useful when describing a phenomenon
from the emic perspective” (p. 11). Rist (1982) says, "Qualitative
research brings back into focus . . . the study of human beings as human
beings to center stage” (p. x). Gay (1087) states that

the interview . . . can produce in-depth data not possible with

a questionnaire . . . 1s most appropriate for asking questions

which cannot effectively be structured into a multiple choice

format . . . can adapt the situation to each subject . . .

[and] may also result in more accurate and honest responses.

(pp. 202-203)

Further support for working in the interpretive paradigm was found

in Bogdan and Biklen (1982) and Lolas (1986).

A Need for Effective Leaders

Petors and Waterman (1982) repeatedly stressed the positive impact
of outstanding leaders in the excellent companies they studied. They
particularly emphasised the leader’'s role in shaping an organization's
vision and culture. Sergiovanni (1984) places the sams emphasis on the
importance of principal leadership in schools. In fact, there is a
wealth of literature to support the notion that principals’ behaviours
impact on the effectiveness of schools.

Leithwood and Montgomery’s study (1986) is based on the results of
research on the work of principals. They stress the positive influence
that effective principals have on their schools. “Principal behaviors
have been demonstrated, in these forty studies, to be positively related
to six types of school outcome" (p. 2), and again, “the impact of

principals on students and teachers can be educationally significant”
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(p. 4). Leithwood, Stanley, and Montgomery (1987) state that "the role
of the principal 1s critical to the adoption, use, and subsequent
Ingtitutionalization of innovations in schools” (p. 49). This indicates
the principal’s role as change agent is an axtremely significant,rolo in
such a rapidly changing society. Leithwood and Montgomery tie the
principal's rffect on schools closely with decision making when they say
that "four categories or dimensions of principal bshavior have been found
in our research to be especially important in improving schoo)
offectiveness. . . . 'decision-making' is a superordinate dimension of
principal behaviour” (p. 15), This is a clear indication that improving
a principal’s skills in decision making is worth the effort of producing
appropriate training programs. Griffiths (1988) stated:

The Commission [The Natidna1 Commission on Excellence in

Educational Administration] was deeply concerned with what it

called "a vision of school leadership.” It accepted the

concept of school site managament as the keystone in the

restructuring of schools and as the basis for its concept of

administration. This concept had its origin in the J. C.

Worthy (1950) study of Sears, Roebuck and a few years later in

the restructuring of General Elactric (Drucker, 1973). They

both stressed the need for what Drucker called "fedarated

decentralization“--semi-autonomous units working under the

loose direction of central headquarters. The idea was adapted

to education in the mid-608 (Griffiths, 1966) and it has

languished ever since. The best example is now to be found in
Edmonton, Canada. (p. 11)

Principals’ Tagks
There is a plethora of literature based on the tasks principals
carry out, how they manage their work, and how they could be described.
Comparing the results of four pieces of research, Leithwood and
Montgomery (1986) describe the principal variously as manager, initiator,

responder, humanist, broker, politician, helper, catalyst, juggler,
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orginizor, rationalist, group supporter, performance sqbportor, staff
dovoiobor. interpersonal leader, ocloctic liddor, formal leader, and
administrative leader (p. 225). The Varmilion Outreach (1987) team adds
teacher evaluator and public relations "salesman” (p. xvii), The A.D.P.
(1987) team contributes “values manager” (p. 4) and "problem solver"

(p. 81), Sergiovanni (1984) caps these with visionary, culture builder,
and high priest. Each of these descriptions is generally accepted and
accbunts for a wide variety of tasks which the principal must perform.

The Red Deer Outreach team (1986) lists some 16 categories of tasks
carried out by the principal. They break those down into 60 things which
the principal must be able to do (pp. 13-16). They claim that principals
are expected to be almost super-human and include as "Extra expactations:
Be a Wonder Woman or Superman; Walk on water; Leap over tall buildings in
a single bound; and Be faster than a speeding bullet” (p. 15). Each of
the 60 identified areas could be further broken down into numerous
individual tasks. Martin and Willower (1981) confirm the wide variety of
tasks carried out by principals and the rapid changes from one task to
another. “Weldy's depiction of the principal as manifesting 'the busy
person syndrome' was substantiated. . . . the high volume of tasks and
the rapid rate of their performance caused the principals to change their
activities every three or four minutes” (p. 83). As mentioned elsewhers,
Leithwood, Stanley, and Montgomery (1987, p. 55) describe a legion of
tasks which defy a description of behaviours by any known research
method.

It is obvious, then, that any study hoping to provide information on
which training programs for principals can be based must be highly

selective. Limiting the scope of the research to those areas of decision
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making which are peculiar to spacific types of schools may reduce the
task to manageable proportions. The scops of the study was further
limited by concentrating on principals who are identified as highly
effective by colleagues, superordinates, and University of Alberta

faculty members as it is argued that training programs to be developed

should be based on the ideas and practices of acknowledged experts.

Environmenta) Influences on Principal Bahaviour

Textbooks commonly used in educational administration courses
contain a wealth of support for tﬁo findings regarding the generic
functions of principals as discussed in Chapter 7 and summarised in
Chapter 9. The work of Kroeze (1084) is also used to support my findings
in this area. The long quotation from Griffiths (1988) included in the
next section, "Training Principals,” further supports my f{nd1ngs that
the similarities found between the tasks carried out by the three
principals in this study are generic tasks and that appropriate training
is already available to halp prepare principals for those areas of their
work.

The search for literature to confirm or refute my findings regarding
the effects of environment-specific factors on principal behaviour,
described in Chapter 8 and summarised in Chapter 9, was more difficult.
As discussed elsewhere, I could find no literature which addressed a wide
range of environmental factors and related them to the work of
principals. Therefore, my search has been directed to research in
several areas: (a) elementary schools, (b) small versus large schools,
(c) rural versus suburban schools, (d) socio-economic influences,

(e) special education, (f) part-time teachers, (g) low enroiment level
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compared with design capacity, and (h) different Qducgtiqn Jurisdictions,
My search was more successful in some areas than in othors. Comparison
batween previous research findings and the findings of this research is
detailed in Chapter 9. The research of Hallinger and Murphy (1986) into

effective schools in high and Jow socio~economic status aresas was

particularly supportive of the findings of this research in that area.

Iraining Principals

Although not immediately relevant to this study, the training of
principals is garmane when this work is considered within the context of
‘Project DELTA, which is discussed later in this chapter. Therefore, this
area of 1iterature was briefly investigated. It is clear that in any
educational system there is a large number of administrative tasks which
are relavant to all principals. It is equally clear that general
principles of suparvision could also be imparted through traditional,
group methods.

In Chapter 8, under "Implications for Principal Trainers,” I explain
in considerable detail how current training programs cater well to the
generic problems faced by principals. Writers such as Campbell,
Corbally, and Nystrand (1983), Hoy and Miskel (1987), and Owens (1987)
cover the majority of the aspocis of a principal/leader’s work well,
Pugh, Hickson, and Hinings (1983) present the diverse views of leading
writers on management. Understanding ideas on organisational management
presented by writers in their text helps principals and prospective
principals clarify in their own minds how they can operate most
effactively. Schein (1980) explores at depth how the psychology of

organisations may be used most advantageously by leaders. The five texts
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ment ioned ahqvg are only a small sqmpio of thog@ whicﬁvarg gyailgb1§ to
assist in the training of principals to meet the generic needs of school
leaders. The above theoretical training can be cirriod o@t in a
structured manner away from schools. There has been some criticism of
this theoretical training. Griffiths (1988) supports the retention of a
theoretical strand in the training of principals but goss on to support

-the need for more practical exparience too. He suggests fives strands in

their training:

While administration is the performance of actions, these
actions have an intellectual and value basis which 1s found in
administrative science, the bshavioral sciences, philosophy,
and experience. Since the fields of study are vast, it is
necessary to choose and construct courses with a focus on
administration. . . .

Course work in administrative theory should include the
study of what is now considerad traditional: social systams,
decision-making, contingency theory, bureaucracy, and the
Barnard-Simon equilibrum theory. Equal attention should be
given to the new theories and approaches to understanding
organizations. . . .

strand I should also give attantion to the broad
underlying issues which confront educational administrators,
such ag: the nature of the curriculum, moral and ethica)
issues, how to deal with children with AIDS, the minority
question, povarty in society, and the changing nature of
American society. Thase issues might be dealt with in a cohort
seminar taught by a multidisciplinary faculty using the case
method. . . .

Every profession has a cora of tachnical knowledge which
must be possessed by its practitioners. Educational
administration is no exception. It too, has a core of
technical knowledge with which the educational administrator
must be familiar. . . . The superintendent and principal need
to know enough of that core to be able to direct and monitor
the work of others who are, presumably, experts. . . .

Most programs have one or more courses in each aspect of
the core such as school finance or law. It would make more
sense if a single course of a year's duration were constructed
to incorporate the whole core and be taught from the
orientation of managing experts in each core area. The
component.s of the course would include: supervision of
instruction, curriculum building and evaluation, finance, law,
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Mc!ntosh, Maynes, and Mappin (1089). in thqir paper entitled
“Preparation for Professiona) Practice,” state that

the expression “preparation for professional practice” is used

hera to refer to those components of preparation programs in

which students "learn by doing,” usually by engaging in

supervised practi-s, As compared with educators in other

fields of professional practice, including the practice of

teaching, administrator-educators have tended to neglect the

professional practice component in their preparation programs

(Miklos, 19084). Furthermore, university-based preparation

programs, despite their perceived importance and their

widespread acceptance in the field, have been criticized as

being "too theoretical” (Manasse, 1085: Nationa) Commission,

1987). We believe that traditional classroom-based

instructional approachas, which have basen the subject of these

criticisms, have neglected important areas of learning. (p, 1)
They go on to describs a training course for principals which is based on
a sories of simulations.

Sergiovanni (1985) says that “"the work of professionals amerges from
an interaction batween available professional knowledge and individua)
clioant needs” (p. 4). This is an indication that Sergiovanni believes
that all training should be on an Iindividual basis. An expart system
meets this requirement. March (1974) says that training programs for
educational administrators should attempt to teach the skills "that are
useful, will be used, and can be taught” (p. 394). Institution-specific
gskills are probably neglected in most current training programs.
Therafore, an expert system which could fi11 tnis gap would be fulfilling
a valuable role in training principals. Leithwood, Stanley, and
Montgomery (1987) say that "to date, we have devoted much less sustained
effort to providing opportunities for baginning the training of
principals at their diagnosed levael and moving incromentally from that
level” (p. 64). Again, an expert system could fulfil such a role

admirably.
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This thesis was conducted within the framework of Project DELTA,

The aim of Project DELTA is to dovelop an expert system which has what is
known as artificial intelligence and is a computer program based on
knowledge provided by exparts in the field for which it is designed. For
example, an expert system has been developed to assist doctors diagnose
111nasses more accurately. This system tends to be used by genera)
practitioners and doctors in isolated locations. Another expert system
is used by workers in the oil industry. Used on the spot, it can avoid
the highly expensive custom of flying in an expert person, who may be
anywhara in the world, to solve drii\1ng problems,

If research funding materialises and its work is completed, DELTA's
expert system will be used in the preservice and inservice training of
principals of schools in Alberta, taking different school environments
into account. “This ‘expert’ would conduct an assessment of each student
and prescribe a program . . ., of studies tailored to each student's
situation® (Univaersity of Alberta, 1988, p. 1). Applying an expert
system to the training of principals for specific situations would be
much mora cost efficient than using lecturaers for the same purpose. This
1s so because it could individualise programs, as recommended by Pitner
(1987, p. 78) and Leithwood, Stanley, and Montgomery (1984, p. 68),
without the need for separate instructors for each student. Further,
Elstein, Shulman, and Sprafka (1978) say that "human judgements in a
variety of situations are less than optimal . . . [and] advocate a
mechanical or statistical rule for combining inputs into a decision more
consistently and accurately than people do" (p. 24).

This particular study does not involve any immediate application to
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cxbort systom;. However, as it is a brglininary asboc; of dovolopjﬁﬁ
such a combutor broqran. it was considered necessary to cubgtantigto the
value of aftificial 1ﬁt011190nco in training brinc1pt!o to validate this
project. Therefore, a brief review of literature in this area was
undertaken. Little work has been done in the davelopment of expert
systems for use in education. However, Elstein, Shuiman, and Sprafka
(1978), as mentionad earlier, support the notion of using artificial
intel1igence to assist in problem solving and decision making in
madicine,

Further, the failure of current training programs to meat all the
needs of principals and aspiring principals is highlighted in studies by
Pitner (1987, p. 78) and Leithwood, Stanley, and Montgomery (1087,

p. 69). They indicate that such programs should be based on individual
neads. An expert system is designaed to meet individual needs.

Wilson and Welsh (1986) asserted that “"small expert systems shells

have important implications for education and training” (p. 12).



chlntpr 3
MHethodology

The purpose of this chapter is to describs and defend the research

design and conduct of this research.

Research Paradigm

My intention at the beginning of this research was to study the
tasks that principals do and ook for differences in those tasks which
may be due to specific environmental factors. If it then appeared that
those factors did cause differences, I would consider possible
implications for principals and those who train them. I initially
intendad to work through a quantitative paradgigm. However, as will be
explained under "Development of the Interview Guide" and "Data
Collaction,” I changad to a qualitative design, as this appeared to be a
more appropriate method for the type of research I carried out. The main
reason for the change of approach was that the former method did not seem
able to obtain the type of information I wanted through usual
guantitative methods. I could Jjust have looked into principals’ tasks to
gain an understanding of why principals in different settings behave
differently. However, I agree strongly with Field and Morse (1985) when
thay state that _

in a professional discipline research must eventually produce

knowledge in a form that can be used to improve the practice of

that profession., Answers to research questions form the basis

of theory and of nursing knowledge insofar as critical concepts

and constructs are identified and demonstrated. It may be

descriptive, prescriptive or predictive in nature. Different

kinds of theory are used for different purposes but all theory
has an intrinsic purpose. (p. 7)

21



Field and Morso are addrnstino nursing research opocifically, but !
believe that the same applios to educational ro:oorch.
| There is a quantity of research data that looks at principn\s’ work
in schools, and in some cases contrasts their roles in differing
environments. For example, Kmitz and Willower (1082) compared the role
of elementary school principals with work done by high school principals
noted by Martin and Willower (1081), and Cross and Bennet (1069) looked
at problems encountered by principalg in different socio~economic
situations. However, I could find no literatura which dealt with a wide
range of differences in principal behaviour due to a similar range of
spacific environmanta)l factors., I contend, therefora, that this study is
basically in a new field of educational research. I eventually decided
to interview three principals in thair own schools and, if it appearad
necessary, to bring them together for a group interview. Use of
qualitative methods in this type of study is supported by the literature.
Field and Morse (1985) state that

qualitative methods should be used when thare is 1ittle known
about a domain, whan the investigator suspects that thes present
knowledge or thaories may be biased, or when the research
question pertains to understanding or describing a particular
phenomenon or event about which 1ittle is known. Qualitative
methods are particularly useful when describing a phenomenon
from the emic perspective, that is, the parspective of the
problem from the 'native’s point of view' (Harris 1968). 1In
nursing studies the emic perspactive may be the perspective of
the patient, nurse or relatives. [In education studies the
parspective may be that of the principal.] Qualitative
research is usually conducted in a naturalistic setting, so
that the context in which the phenomenon occurs is considered
to be a part of the phenomenon itself. Thus, no attempt is
made by the researchar to place exparimental controls upon the
phenomenon being studied, or to control the 'extraneous’
variables. Thus all aspects of the problem are explored, and
the intervening variables arising from the contaext are
considered a part of the problem. Using this approach the
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underlying assumptions and attitudes are examined, and the
rationale for these are [gic] also elicited, within the context
in which they occur. (p. 11)

Rist (1982) said: B - ,
Qualitative research brings back into focus a concern of many
who toil in the vineyard of eduational research. This mode of
research brings the study of human beings as human beings to
center stage. It represents a fundamental rejection of the

ultimately irrational pursuit to quantify all aspects of human
belief and experience. (p. x)

Lolas (1986) said:

Even bafore the behaviorist era, many writers had questioned

the validity of data obtained through introspection. Von

Feuchtersleben (as quoted by Altschule [2]) wrote that “we do

not observe the springs of our psychical functions when they

are in active operation, but only when they are quiescent and

cannot bo investigated.” Broussais exprassed that "it will be

impossible to assert, after this inspaction of the interior, a

single fact that will not require to be verified by the senses”

(quoted by Altschule [2]). In spite of these and other

criticisms, methods dependent upon introspsction reached

virtually the status of experimental procedures during the

ninateenth century. (p. 12)
I believe that qualitative methods are necessary to “obsarve the springs
of our psychical functions when they are in active oparation,"”
Therefore, I observed the principals in action as well as interviewing
them. Gay (1987) said that "the descriptive method is useful for
investigating a variety of educational problems. Typical descriptive
studies are concerned with the assessment of attitudes, opinions,
demographic information, conditions, and procedures” (p. 989). I
contend, therefore, that my study was appropriately carried out in the
interpretive paradigm.

Roberts and Burke (1989) contend that “qualitative approaches fall
along a continuum from firm adherence to phenomenism, as in the
phenomenology approach, to a type of phenomenism that leans toward the

philosophical basis for most quantitative designs--which is positivism"
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(p. 187). I believe that this study is probably close to the positivist

end of the continuum. I say this because with my personal experience of
over 30 years as an elemantary school teacher, issistant prihcipﬁi, iﬁd
principal; and suborintondent rosﬁonsiblo for a widg variot& of typii of
schools in a range of settings, I could not help but have some
proconcoiyed notions, unsupported by research though thay may have been,
that environmental factors have a boaring on princip&l bohav1our.

I believe that this study could be classed as a mini-ethnography.
As 1 got to know the principals and their schools well, I do not believe
that it is a "blitzkrieg ethnography" identified by Rist (cited in Gay,
1987, p. 212). Gay stated that

the main reason for the enthusiasm for ethnography is probably
dissatisfaction with more traditional approaches for
investigating certain kinds of educational problems. . . .
Ethnography involvas intensive data collection, that is,
collection of data on many variables over an extanded period of
time, in a naturalistic setting. The term "naturalistic
setting” refers to the fact that the variables being
investigated are studied where they naturally occur as they
naturally occur, not in researcher-controlled environments
under researcher-controlled conditions. . . . When properly
used . . . ethnography has the potential for providing insights
not obtainable by other methods. (pp. 208-213)

Rasearch Procedures

Salection of Informants
Field and Morse (1985) state that

it is important to select key informants who have knowledge of
relevant information. As noted earlier, if one wants to study
adolescence, then adolescents must be included as participants
in the study. In primitive societies, for example, the
perspactive of a witch-doctor may be very different than that
of the chief. The researcher needs to demonstrate that the
informants are credible representatives knowledgeable about the
popu1at;on and who have information on the subject under study.
(p. 117
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.Ihorgforo, as I wasyinygst?dating the work o{}ﬁrinc!pq1s. prjﬁqipgls
were my koy.}andrunly,iinformapgs. chordinﬁ tp dofjﬁjtioni ﬁrovidod b&
Roborts and Burke (1989), I used a combination of “byrposivo" and
“convenience” sampling to identify bartigipants for my study,

Pufposivo saﬁinng is designed to sé1&ct subjects who are most

likely to facilitate further development of the emerging

nursing knowledge, concepts, or theory. . . . Convenience

sampling takes advantage of a group of subjects that fall

within the population of interest and are conveniently located

or readily accessible to the research team, (p. 218)

The participants were recommended to me by their colleagues,
academic staff at the university, and graduate students who had scme
knowledge of them as baing very effective principals with an interest in
research. In Chapter 7, where I illustrate the many areas of tasks which
seem generic to all principals, I go to some lengths to show that I found
evidence that each of the three principals displays high levels of
leadership skills, as principals, when measured against Sergiovanni's
(1984) standards. Therefore, I believe that Amy, Beryl, and Craig are
“credible representatives knowledgeable about the population
[principals].”

In a research project at the Master’s level I knew that I would not
have the time or the resources to investigate all the environmental
factors which I believed may have some influence on principal behaviour.
Therefore, I decided to limit the range of obvious specific environmental
differences to four in order that the study could look at them in some
depth. Instead of having principals from a variety of educational
levels, I chose only elementary school principals. To further reduce

differences, I chose schools in middle and upper socio-economic areas. I

chose a large school and two small schools, omitting very large or very
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smal) schools. 1 also chose tvo suburban schools and one rural school,
the latter baing clgso to an ufban arod. Thjt choice 1§ft odt 1nnof-c1ty
or vory isolated schools, 7 |

A fifth environmental factor shared by tho schools in the study is
that each caters to a predominantly English-spoﬁk1no community, I
ignorod this factor during the research, and, as it was not raised by any
of the principals, it is not mentioned in the data presented for
analysis.

I thought that I was fortunate in having three principals
recommended to me who came from schools which were distinguished as
having those, and only those, environmental differences. Howevor. during
the course of tha research four more environmental factors were
identified as having a significant bearing on the principals' tasks, so
they are included in the study. Those factors are spacial education
classes, part-time teachers, enrolment below design capacity, and
education jurisdictions in which schools are located. The last of those
factors did not come to my conscious thoughts until after all of the
individual interviews were completed, most data were analysed roughly,
and I was preparing for the group interview. Those four additional
factors added to the scope of my proposed study.

1 further decided to limit my sample to three principals. This was
done deiiberately to ensure that I would have time to study them in some
depth. It was a wise decision, as it allowed me to have an average of
six maetings with each participant, some lasting several hours; have a
good look at their schools; and have time to think about what I saw and
what I heard. I believe that I now know them very well as people and as

principals. Each has confided professional and personal problems and
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ambitions to me. It is easy to understand how some ethnographers have

difficulty disengaging from their particular study locations.

Development. of an Interview Guide

In describing qualitative research, Roberts and Burke (1989) say:
”buring the conduct of the study the design will evolve, taking diraection
from the results that are emerging from the data" (p. 168). I could say
the same of my instrument development, which underwent one major chuﬁgo
and several minor changes. As mentioned earlier in this chapter, I
initially intendad that this study would be carried out in the
quantitative, or scientific, mode. Tharefore, my first attempt to
develop an instrumant was a questionnaira.

Stage one: Questionnaires. I gave my draft questionnaire
(Attachment 1), for critical comment, to five graduate students who had
had experience as principals in a variety of gsettings. All five
commented favourably on the layout and content of the questionnaire and
gave suggestions as to how it could be improved. At this stage, one of
the participants in the trial said that he did not believe that a
questionnaire was the most appropriate method for gathering the type of
data I required. Based on the comments received, I revised the
questionnaire (Attachment 2), but it was never administered.

I tried to analyse my colleagues’ responses to the questions in the
draft questionnaire. Apart from demographic data about their schools,
the responses told me very little. Only the open-ended questions gave me
any idea of how those people operated as principals. 1 had hoped to use
a questionnaire to reach a large number of principals in a wide range of

schools to give me all the data I wanted. My colleague was correct. A
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quostionnairo was not tho solution to my data-gathor1n9 problom. ‘
ﬁ&nng_&un;__lhg_ti:;&_jn&g:xjgu, My next effort to gather data was
an 1nterv10w with another graduate student who had also had considerable,
recent oxporienco‘as a principal. Bogdan and B1k)on‘(1982) say that
"while 1opsoly-s;ructurod interview guides may soﬁotimﬁs bé oﬁbloyod,
most often the researcher is the only instrument, and works at getting
the subjects to freely express thair thoughts around particular topics”
(p, 2). When I met with my informant in a quiet room far from her
workplace, I followed a very simple interview guide and let the
participant talk freely around the topics. To gather demographic data
and to help her to relax, I initially asked the participant to describe
her school., 1 then asked four other questions:
1. What jobs would you, as principal, do in the course of a normal waek?
2. Could you group those jobs into categories?
3. What tasks, or categories of tasks, would you consider peculiar to
your type of school?
4, What areas of decision making do you balieve to be most relevant to
your type of school?

I thought the interview had been very successful, as I gathered a
significant amount of data. I believed that the location of the
interview was good, as it allowed the principal to be detached from her
daily routine. I did realise that I would need to have some ideas ready
to prompt participants to speak about all the areas of their work. As
principals do so many different jobs, it would be easy for them to talk
about their work and forget to talk about a major area such as staff
development. I decided that for my next interview I would need to

prepare some topics about which they could speak,



29

| Tho participant in this oxerciso had ‘some difficulty ciustering Jobs
into categories, and it soomod that this was too difficult to manage in
an interview situation. The prompts mentioned above could provide those
categories or themes.

Stage three: Observation and interview. An "observation and
interview” assignment, unrelated to this thesis, in one of my courses led
me to the conclusion that this was the wﬁy for me to collect my data.
Observing a principal at work in her school made me much more aware of
her in her work role and told me much more about her than would an
interview in a neutral place. Walking around her school with her, 1
learned a great deal about her methods of operating, her aexpactations,
and her relations with staff, students, and parents; and gained a "feel"
for how she fitted into the whole picture at her school.

With each of the three participants in this study, the intiial chat
and guided tour of the school--in each case offerad and not requested--
gave me the deographic data I needed to help identify specific
environmental factors and broke any ice between participant and
researcher.

Stage four: The final interview guide. Before commencing to gather

data for this rasearch, I read widely on the work of principals. As

discussed in the literature review in Chapter 2, I found a multitude of
tasks described. 1 settled on what I considered to be an appropriate
list of 10 groups of tasks which later became, with minor adjustments,
the themes in the data gathered. I asked the first participant, Amy, to
tell me two things: (1) "Tel) me about your work at Riverside," and (2)
“Tell me what you think is differant about your work because of specific

environmental factors.” 1In Amy’s case those were elementary, suburban,



30

small size, and high socio-economic and idcht{oq§li1§§§)§;9f b@rqpts.

To assist in answering uastion one, T had my 10 headings resdy.
They were inqtruct1dn31 leader, staff dqvg)obor.ycommunicgtor? bucﬁncss
manager, building manager, staff supervisor, parent 1iaison officer,
student welfare leader, innovator, and high briostoss. As with the other
two participants, I did not have to use all the prompts with Amy, She
coverad some of them adequately without my assistance. Analysing the
transcript of my interview with Amy, and later with Beryl and Craig, !
made only minor alterations to those prompt topics to use as themes.
Having been spoken about so fully, they were the only logical way in
which the data could be broken down into manageable chunks. In the
process of becoming themes, "building manager” became "facilities
manager” to include busses, "parent liaison officer” bacame "public

relations officer,” and "student welfare leader" became "student
developer" to better cater to the whole range of contacts batween the
principal and the students.

Interview quide for the aroup interview. As the group interview was
held to give all participants the opportunity to confirm or reject things
one or more had said, or what I had inferred from what was said, the
interview guide (Attachment 4) for this exercise was much more directive.
I wanted them to discuss specific topics which had been isolated as a
result of the analysis of the transcripts of the individual interviews.

Having spent many hours interviewing and talking to the three
participants individually and collectively, 1 have to concur with Gay's
(1987) comments:

The interview has a number of unique advantages and

disadvantages. When well conducted it can produce in-depth
data not possible with a questionnaire; on the other hand, it
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is"expensive and time consuming, and generally involves smaller
samples, The interview is most appropriate for ssking
questions which cannot effectively be structured intoa
multiple-choice format, such as questions of ‘a personal nature.
In contrast to the questionnaire, the interview is flexible;
the interviewer can adapt the situation to each subject. By
establishing rapport and a trust relationship, the interviewer
can often obtain data that subjects would not give on a
questionnaire, The interview may also result in more accurate
and honest responses since the interviewer can explain and
clarify both the purpose of the research and individual
questions. Another advantage of the interview is that the
interviewer can follow up on incomplete or unclear responses by
asking additional probing questions. Reasons for particular
responses can also be determined. (pp. 202-203)

Bilot Study

Gay (1987) states:

Formal evaluation of a research plan involves a pilot study,

which is a sort of dress rohearsal. In a pilot study the

entire study is conducted, each and every procedure is

followed, and the resulting data is analysed--all according to

the research plan,

In this research I did not conduct a full pilot study. I contend
that the processes which I followed in developing an instrument, as
described fully in the preceding section of this chapter, prepared me for
the major study. However, I was prepared to use my work with Amy as a
pilot if any flaws were found after the data analysis stage. As none was

discovered, Amy and her school were included in the major research

effort.

Data Collection

The data collection proceeded in several stages as outlined in the

following sections.

Gotting to know principals and thair schools. This stage varied

with each of the participants. Those who recommended the three selectad
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Brincipals told me sonething sbout then. Ny first direct fnvolvessnt
with each was ﬁ tolopﬁonqconvorsapion. foilpﬁg&;ﬁQ éﬁvidfp;ﬁpl moiiiﬁd.
At th;t time, each principal took me on a conducted tour of her, or h1§.
school, fho fdrthor processes involved in getting to know princ1p§ls ifo
detailed in the succeeding three chapters do@ling with tho princiba!s #nd
their schools. During this time I recorded notes in a field notebook,
The notes were brief and included all of the demographic information I
would want to identify the environmentally specific factors which may
have some effact on the principals' bshaviours. Whan I falt that I knew
the principals well enough and that they were comfortable with me, I
moved on to stage two of the data-gathering process.

Ihe individual interviews. Amy, Beryl, and Craig agreed that !
could audiotape the individual interviews which were conducted in their
respactive offices. I used a micro-cassette recorder fitted with
batteries which I recharged after several hours' use, thus ensuring a
good recording of each interview.

It is argued that transcribing tapes personally is a real advantage
to tha researcher in that it helps familiarise ongself with the material.
My one brief effort at transcribing--three hours to manually transcribe
10 minutes of an interview--convinced me that such was not the case for
me. I do not type and do not have immediate access to a word processor.
Therefore, I decided that it was not worth my while to learn to type for
this exercise. I was fortunate that I had a very proficient typist who
had access to a transcriber with foot controls.

I have already intimated that the interviews were recorded in total,
The only changes made by the typist in the initial transcripts were to

eliminate a few of the repetitions and redundanciaes. DOuring further work
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with the transcripts I cut out further redundancies, inproved sone of the
grammar, and glgoroq_sgmobgqntohqp constructions. The qnlybghandas to
the draft cﬁaptors requested by principals wor& to 1mbrovo grammﬁr. The
quotations used in later chapters still contain many gramnaticil
weaknesses and errors. However, I did not change anything if I
considered that to do so would change the meaning or intent of the
speaker, aven if in a very minor way. I felt that not to use the
participants’ words in their own way would not only alter meaning, but
also datract from feelings which the reader can gain from the spoken
word. Few paople speak correctly all the time.. Particular
idiosyncrasies in speech are basic to tha way other people ses and feal
about the speaker.

I became very familiar with the data by listening to the tapes and
reading the transcripts, concurrently on at least three occasions, over a
period of several weeks. I was able to fill in most of the few gaps
where the typist had been unable to decipher what had been said. I also
added some exclamations which I remembered and which gave deeper meaning
to the transcripts. By the time I started to write I knew tha data so
well that on saveral occasions I remembered something that scmeone had
said which was more salient to the section I was writing than any segment
that I had cut up and filed. I was able to go back to the original
transcript and find the wanted segment very quickly.

Roberts and Burke (1989) said: "Qualitative designs usually deal
with ideas that are collected and analyzed in the form of words"

(p. 1687). I collected approximately 200 pages of words, 150 pages of
transcript, and 50 pages of field notes. Describing how the intsrviews

proceeded is much more difficult than describing the mechanics of
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coding nd ramcrtong et an B1Klan Y4B a0 it and ors
(1985) describe well how the thi co11§ct1°n énd di@@ihalysiq_dé ihé;d
stob by step Qnd somet imes siﬁo by sido. As Giy (1987), qﬁoﬁid iir\iir.
said, the interview provides the opbortunity to probs and to go diopor
and wider in search of relevant data. Probing infers that snmﬁ nholysis
‘has occurrad in the researcher’'s mind, even if it is only "He didn’t
understand my question,” or "What did she really mean by that?" or
"That's important; I'd better follow that up for a while.” Field and
Morse said:

As previously mentioned, the qualitative approach to
understanding, oxplaining and developing theory is inductive.
This means that hypotheses and theories amerge from the data
sat while the data collection is in progress, and after data
analysis has coomenced. The researcher axamines the data for
descriptions, patterns, and hypothasized relationships batwaen
phenomena, then returns to the setting to collect data to test
the hypntheses. Thus, the research is a process that builds
thaory inductively over a period of time, step by step. The
theory fits the research saetting and is relavant for that point
in time only. Those data may largely consist of transcriptions
of interviews, obsarvations of the setting and of the actors.
Data of these kindgs are meaningful to others, and considered
‘rich’ and ‘deep.' However, these data are hard to manage for
the purposes of analyzing and writing a report, as they can not
ba readily transformed into numeric codes for statistica)
3an1pu1?t1oni) In this respact they are often said to be ‘soft’
ata. (p. 1

In describing a snowball sampling technique, Bogdan and Biklen aptly
describe a similar process through a hypothetical case. Thay imply that
the questioning and probing on the second and subsequent intaerviews will
not be preciso1i as they were for the first.

From that initial interview and observation, Jonah Glenn
develops a loose descriptive theory of teacher effactiveness.
It consists of a career-stage model in which effectiveness is
defined differently at various periods in the teacher’s career.
The problems faced, and decisions made about how to meet them
are included in the theory. It also integrates the teacher's
parsonal 1ife with her professional 1ife to explain
effectiveness. Particular aspects of schools and the teacher’'s
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relationships with others are algso included. The theory
consists of propositional statements and a diagram of career
and career contingoncies as they relate to effactiveness. In
addition, his formulation defines effectivensss and explains
its dimensions. After Jonah has sketched out his theory, he
picks a second teacher to interview. 1In picking the first few
teachers, Jonah used the snowball sampling technique; that is,
he asked the first person he interviewed to recommand others.
He interviewed the second in a similar open-ended manner,
withholding the theory he developed on the basis of his first

interview.
Aftor the second interview, Jonah rewrites and modifies

the theory to fit the new case. HWe continues choosing and
1ntarv1:w1ng ?ow paeople, modifying the theory to fit each new
case. (p. 66

As soon as I had the tapas transcribed I listened to them twice
while I read the transcripts, made a few alterations, and fillad in what
blanks I could. I also noted matters on which I wanted clarification or
further information. I then took the relevant transcripts back to the
participants and left them with tham for a few days. Later I returned
for follow-up intarviews. Acting on any advice given and requests made
whan I took them their transcripts, participants ware able to confirm
that the transcripts were accurate records of the interviews, clarify
issues as requested, fill in a few more of the gups, and add further
information. Amy and Bery) did not have much to add, so I relied on my
field notes and annotations on the transcripts. As Craig had significant
additional points to make and/or clarify, 1 recorded our second interview
and had it transcribed.

The qroup interview. As soon as I iwad roughly analysed the data
géthered from each person, ! preparad the interview guide and organised
for the group interview to be held at Beryl's school. This interview,
which lasted for nearly two hours, was also recordad and transcribed.

Beryl and Amy had known each other for some years, but neither khew

Craig. This was no hindrance to the conduct of the interview, and by the
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ond of the two hours ve vere a1most 11ka a group of old frionds. N

Onco 1 had analysod all tho data, I took tho draft of tho chaptors
concerning thom’and thoir respactive schools lnd the draft of chaptqrs 7
and 8 to the principals. Each agresd to read the thres chapters and to
confirm what I had written as an accurate report of tham, their schools,
and their actions and ideas. It also gave them an opportunity to ensure
that I had maintained anonymity as agread. I returned to the schools to
discuss any changes that the principals wanted made. As mantioned
earlier, these were all related to grammar and sentence structure;

This completed my formal contact with Amy, Beryl, and Craig.

coding the data. As describad oarlier, the thamas seamad to follow
the 10 prompt headings naturally, I have discussed in a later chapter
how there appeared to ba thras overarching themes: students at the
cantre of all principals’ work, rich communication systems, and al}
threads coming together at budget time. I found these three themas too
simplistic to describe accurately. Writing about them would have meant.
discussing virtually every aspect of the principals' tasks three times.
The 10 themes chosen seemed a more appropriate way to tizkle the data
analysis, and I baliave that that proved to be the casa. Bngdan and
Biklen (1982) describe a theme thus:

A thame can also serve as a focus. It lacks the overtly

argumentative tone of the thesis, although it shares some of

the "big idea" quality. A thame is some concept or theory that

emarges from your data: “"some signal trend, some master

conception, or key distinction” (Mills, 1959, p. 216). Themes

can be formulated at different levels of abstraction from

statements about particular kinds of settings to universal

statements about human beings, their behavior, and situations

(Spradley, 1980). (p. 173)
In my case, as just described, the themes could probably be attributed to

my prompt headings, which diracted the data and became the "big ideas.” A
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- One approach to sorting data is described by Bogdan and Biklen

(1982) as:

e ] d ' , One approach to

handlino the data after this point is to take a scissors and
cut up the notes so that the units of data can be placed in
manila folders which have eacn been labeled with one code.

(p. 173)
As described in earlier sections, informal analysis commenced as

soon as someone started to tell me about the principals and their schools
when they were first recommended to ﬁo. The informal analysis continued
through all meetings and interviews, with some thoughts included in the
field notes. I began formal analysis with data gathered from Amy at
Riverside. 1 had made several copies of the transcript to ensure that I
had two copies to cut up and one which I could keep intact. I went
through the transcript of my interview with Amy three times for the
purpose of coding. Using 10 different-coloured highlighters, I marked
passages salient to each of the 10 themes in different colours. Some
passages were marked with several colours and have, in fact, ended up in
more than one section of this report.

I also indicated sections which described the school, many of those
sections coming from field notes, and segments which seemed to make Amy's
school diffarent from the “average’ school. I drew a black 1ine down the
right-hand side of the page to indicate Amy's transcript. I then
labelled 12 large envelopes with one theme sach, one labelled "The
School” and one labelled “Differences.” As I cut out each segment I
indicated the page number on it and put it into the first envelope with
which it was aligned, treating "School” as number one and then the 10
themes in sequential order. My next step was to tackle the envelopes

sequentially. I then went through the “School” envelope, listed the
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commants briefly on a fresh sheet of paper, and divided them into
categories, keeping categories to a minimum. Where I was uncertain
whether a new category should be made, I did not make ons. Any pieces
which were marked for two or more of the themes wern then put into the
next envelope to which they belonged. I continued on through the
envalopes until I had 12 sets of notes on Amy's school, Riverside.

When I came to analyse data for Bery! and Craig, I followed the same
process, using a new set of envelopes for each participant. I identified
Beryl's transcripts with a red line down the right-hand side of the page,
Craig's first interview with a green 1ine down the side, and Craig's
second interiew with two green lines.

Try to develop a coding system with a limited number of codes,

say thirty to fifty, The codes should encompass topics for

which you have most substantiation as well as topics you want

to explore. Play with different coding possibilities. After

you have drawn up a new list, test them again. Speculate about

what the new schame suggests for writing possibilities. VYou

might even try to outline a paper with the coding categories as

topics or sections and see if they work for you. You may

experience indecision at this point. The data you have might

be thin around your interests. Reformulate in light of what

you have; you may come up with a list of codes that is

extramely long. Try to cut that down. If you have over fifty

catagories, they probably overlap. While it is difficult to

throw away data or categories, analysis is a process of data

reduction. Decisions to limit codes are imperative. And at

some point--preferably about now in the analytic process--your

codes should become fixed, at least for this research project.

(Bogdan & Biklen, 1982, p. 166)

Bogdan and Biklen (1982) suggest that between 30 and 50 categories
should be sufficient to deal with. I ended up with 36, 9 dealing with
environmental factors and 27 encompassing the principals’ tasks.
Twenty-three of those 27 categories were used to analyse data from
Riverside. I was able to use most of them for Beryl and Craig and added

only four more to handle data from them.
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The transcript from the group interview was treated in a similar
manner, the right-hand side left blank for identification. Being a much
more directed 1nterv19w, its transcript tended to hgyo lgrgo slabs of the

same colour with fewer overlaps than occurred with the individual

interviews.
Once I had finished the draft of Chapters 4, 5, and 6, I decided

that I had to re-sort my data to enable me to write the next two
chapters. This time I had two envelopes for each thsme, one on
similarities and one on differences. Cut-out data from all sources were
placed in the appropriate envelopes. I then went through the
“Similarities” envelopes, as I had with each principa) separately, and

drafted Chapter 7. Finally, I went through the "Differences” envelopes

and drafted Chapter 8.
Data_analysis. I have described already how I was analysing data
throughout the whole process. Bogdan and Biklen (1982) describe well

that process that I went through:

Qualitative researchers tend to analyze their data
inductively. They do not search out data or evidence to prove
or disprove hypotheses thay hold before entering the study;
rather, the abstractions are built as the particulars that have
bean gathered are grouped together.

Theory developed this way emerges from the bottom up
(rather than from the top down), from many disparate pieces of
collacted evidence that are interconnected. It is called
grounded theory (Glaset and Strauss, 1967), As a qualitative
rasearcher planning to develop some kind of theory about what
you have been studying, the direction you will travel comes
after you have been collecting the data, after you have spent
time with your subjects. You are not putting together a
puzzle, whose picture you already know. You are constructing a
picture which takes shape as you collect and examine the parts.
The process of data analysis is 1ike a funnel: things are open
at the beginning (or top), and more directed and specific at
the bottom. The qualitative researcher plans to use part of
the study to learn what the important questions are. He or she
does not assume that enough is known to recognize important
concerns before undertaking the research. (p. 29)
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And again thoy said. B S

A8 we have suogostnd. dosigns of |11 qua11tativo studioo

involve the combination of data collection with analysis. This

is clear in the modified version of analytic induction wo

presented. Analysis and data collection occurred in a '

pulsating fashion--first the interview, than the analysis and

theory development, another interview, and then more analysis,

and so on--until the research is completed. 1In most forms of

case studies, the emerging themes guide data collection, but

formal analysis and theory development does not occur until

after the data collection is near completion. The constant

comparative method is a research design for multi-data sources,

which is 1ike analytic induction in that the formal analysis

begins early in the study and is nearly completed by the end of

data collection. As you will see in our discussion, the

constant comparative maethod differs from analytic induction in

a number of respects. (p. 68)
Field and Morse (1988) stated that "in qualitative, inductive research,
the researcher examinas the data for pattarns and relationships, and then
develops and tests hypotheses to generate theory or uses developed
theories to explain the data” (p. 2). In simple terms, that describes
the process I went through in writing Chapters 7 and 8 on similarities
and differences. Patterns and relationships were identified as I
proceeded. Hypotheses were devieoped and tested at subseguent meetings
and interviews. Theories have been postulated and implications, based on
those theories, outlined. Although I have conducted a literature search
to support theories put forward, I emphasise that they are based on the
study of only three principals. Much more extensive research is required
befaore any of tham can be really verified and used to assist in the
training of principals.

Implications. Lolas (1986) supports the notion that analysis of
data should be extended to making inferences: "It should be stressed
that content analysis is a research technique for making inferences. It

does go beyond mere description, as the equivalence between coding and
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content ana]f;ig mi#ﬁt suggest” (p. 22). Roberts and Burke (1989) agree
and go further to sﬁggqst_ﬁorq applied tns;inghng"knowlngo"rgainpq
before theory developed bocomos a bisis for change in practice: "Basic
research conducted in clinical settings ﬁay hﬁ#o implications for
practicp in that it contributes knowlcdgo to help you examine existing
practice, but it requires more applied testing before it can bacome a

basis for change in practice” (p. 87).

Trustworthiness.

1 cannot see my eyes "seeing” but I can hear my voice
"spasking.” To a certain extent, communication, that is, the
intentional operation of sending and receiving messages, is
possible by this monitorization of their emission and reception
and is more developed in this than in any other channe! [8].
This does not tell us whether the message is true or not, but
even when it deceives, spaech seems to be closer to
subjectivity than other behaviors. As the locus of
intersubjectivity, language behavior not oniy permits
infaerences about individuals, it also shows the societa)
dimensions of mind by relating inner experience to overt
behavior. (Lolas, 1986, p. 18)

In the above quotation, Lolas implies that analysing of data based on the
spoken word 18 one test of trustworthiness. Most of my data was so
based. I can relate steps I took to ensure trustworthiness of data to
the following quotation from Field and Morse (1985):

The social context under which the data are gathered is an
important consideraton in establishing reliability and validity
of data. Informants will reveal certain information in one
context and not in another. Information may ba obtained in
individual or in group situations. Becker and Geer (1978)
suggest that information given in one-to-one situationg should
be verified with information presented by informants in group
situations. In all studies it is useful to verify data with
information from several sources. As previously mentioned,
2elditch (1969) and Jick (1979) refer to this as triangulation
of data. If one can demonstrate commonality of behaviour
across data gatherad in different ways the validity of the
information is increased.

Homans (1955) outlines six variables that he suggests
should be used to evaluate the adequacy of a qualitative study.
These are time, place, social circumstance, language, intimacy
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2.

3.
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and consensus. Thoso ro1ato both to tho conditions undor which
the data were gathered and the homogeneity amonost the ~
information gained from individual informants. “In discussing
the criterion'of time Homans notes that the observer must spend
sufficient time in the setting to enable’ adequate contacts tc
be made and to establish rapport with informants.

The criterion of place refers to the fact that the closer
the researcher is to the people he studies the more accurate
will ba his intaerpretation of the situation. However, care
must be exercised in that the researcher must avoid becoming so
much a part of the group that objectivity is lost. The
criterion of social circumstance is discussed later and refers
to the variety of reported situations in which the bshaviour is
observed.

The fourth criterion of language maintains that the more
familiar the observer is with the language of the participants
the greater the accuracy of the interpretations. Similarly,
the greater the degree of intimacy that the observer
establishes with the informants the more accurate will bo the
obsorvations until the researcher reaches the stage of ‘'going
native,’' which again results in a loss of objectivity. The
final criterion is that of consensus, the more the observer
confirms the expressed meaning of the informants with other
ancrmants t?o greater the accuracy of the interpretations.

pp. 117-118

I spoke to each participant separately, saveral times, and together
as a group.

At individual meetings I related what other participants had said and
asked for comment.

I went dack to participants to get them to verify what I had recorded
of what they had said and what I had inferred from what they had

said.

I have discussed the data with several graduate student colleagues,

who agree with inferences ! have made.

i believe that I fulfil the six criteria listed by Homans, as quoted by

Field and Morse (pp. 117-118).

1.

2.

1 have spent sufficient time with the participants to check and
triangulate.

Most of the data was gathered at the place where the principals work.
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3. Meeting in the work blaco.,tdoothor atiBorﬁlfs school, and socially
covers 8 variety of situations in which particibants were observed
and fulfils the criterion of gggigl_gitguﬁg;gngg.

4. With considerable experience as an elementary school principal and
working with other principals, I was able to sbeak and understand the
Janguage of the participants.

§. 1 was able to develop a suitable level of intimacy without “"going
native.” Participants seemed to enjoy discussing their work with a
neutral (foreign) outsider who understood their work.

6. 1 was able to achieve consensus at the group interview.

Goneralizability. Although I have generated grounded theory from

the data gathered and translated the theory into implications, I

emphasize again that much further research should be carried out in a

wide range of schools before "generalizability" is assumed. Bogdan and

Biklen (1982) state:

If you are conducting additional data collection to show
generalizability or diversity, your concern should be picking
additional sites that will i1lustrate the range of settings or
subjects to which your original observation might be
applicable. If you are doing a second case study to compare
and contrast, you pick a second site on the basis of the

extert, presence, or absence of some particular characteristic
of the original study. (p. 68§)

Ethical considerationgs. As the principals were talking about the

general types of jobs they did, few really confidential matters arose
during the recorded interviews, although considerably more confidential
topics were relayed later, “"off tape.” Confidential data were used only
to colour the researcher's views of the situations and were not reported
in any form. Participants were advised prior to and at all stages during

the data-gathering process that they could opt out at any time or refuse
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to answer any question. At no stggo did an princjba! qé;,out or refuse
to answer a question. One principal asked me not to gomﬁgnt on one
matter which came up after an intbr?iov. The issue was r@isod “off tabo”
several times later but has not been reported. Even though it has
considerable bearing on how that principal operates, it does not affect
the range of tasks which have to be performed.

Amy, Beryl, and Craig were assured that they and their schools would
remain anonymous. Therefore, names used in the thesis are pseudonyms,
and an effort has been made to change any data which may identify people
or places. fhat has been done without changing the thrust or meaning of
any quotation.

! assured participants that field notes, tapes, and transcripts

would be destroyed when this study was completed.



Chapter ¢
Amy's School, Riverside

Getting to Know Amy and Her Schwwol ,

Amy was recommended to me as an effective principal by two of her
colleagues, faculty members who knew her because of her co-operation with
previous students, and students who knew of her by reputation. As part
of a purposive sample I chose Amy bacause her school was easy to classify
as a small elementary school in a high S.E.S. suburban community. I
first contacted her by telephone, saying that she had been recommended by
one of her colleagues with whom she had worked closely for a number of
years, 1 asked to meet with her to discuss the possibility of
co-operating with me for an Observation and Interview Assignment during
one of my courses.

At our initial meeting mutual respect and agreement were
established. I was taken on a tour of the school, met many staff and
students, and arranged a time to observe Amy at work and then interview
her on things that I had observed.

For this research I chose to work with three elementary schoo!l
principals to reduce the number of differences between the schools which
they would represent and to allow me to spend sufficient time with each
to build up a thick description of their schools and the tasks they
perform. Because of my previous contact with Amy I was assured of her
effectiveness as a principal. Therefore, Amy was the first principal who
I selected as a participant in my thesis research. Fortunately, she
readily agreed to co-operate with my study.

To ensure that data collected were as accurate as possible, I

45
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dqcidqd thgt it wpu)d be in fo@rystij;s. rTﬁQ fff;tgf;éﬁ;‘;ﬁich cﬁd!d.
#nd did, vary with each barticibant, Q@s to §‘£,§° kﬁéﬁvtﬁ; prin;ipils
and their schoolg. In Amy’'s case, that stage had alrcidy taken blaco.
The bulk of the dsmographic data was gatherad at my initia) mesting with
Amy and on my subsequent tour of Riverside School with her. Some notes
wvare taken at this stage on the nature of the school. Further data on
Amy's work and Riverside School ware gathered during the observation and
interview which followed a week after our initial meeting. During the
hour's observation field notes were written, and interview questions were
based on those notes,

The second stage was a further interview with Amy which was racorded
and transcribed and used as the major source of data. This stage also
included taking the transcript to Amy, leaving it with her, and meeting
with her later to seek verification of the content of the transcript,
clarification of any point, and any further information which sha might
consider salient.

The third stage was a joint interview with the threa participants.
Its aims were to seek confirmation of similarities and differences
between schools, either stated by one or mora principals or inferred from
their statements. Several telaphone contacts were alsoc made with Amy to
arrange meeting times. However, each call was also used to clarify
particular points or to seek further information,

The fourth and final stage of my involvement with Amy vasAto take
her a copy of the draft of this chapter and of the two chapters dealing
with the themes. She has agreed that I have portrayed an accurate view
of her school, her work, and her ideas. In all, I have met Amy on nine

occasions. When her time to read what I had written about her, and
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telephone conversations, are taken into consideration, Amy must have
spent a total of about four working days on this research. I think she
enjoyed talking about her school and her work as much as I appreciated

her enthusiastic co-operation.

The School
Size

I classitied Riverside Elementary School as a small school on the
grounds that the principal, Amy, teaches part time. A1} participants
agread that having either a teaching or nonteaching principal is an
appropriate way to differentiate batween small and large schools.
Riverside has an enrolment of laess than 200 children in Grades

Kindargarten through Six and coming from some 130 families.

Setting

Riverside Elementary is in an affluent suburb close to the centre of

a large city in Alharta.

Enrolment Level

Like one other school in this study, Riverside is not filled to
design capacity by children who live in its official catchment area.
Space is leased to a day-care centre catering for children of preschoo!
age, the majority being children of university academic staff and who
will be enrolled at Riverside when they commence school. More than 50%
of students at Riverside are brought in daily by their parents. Many are

in before- and after-school care located across the road from the school.
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Socio-Economic and Educational Levels of Parents

There are a nuﬁbir of 1nd1c§torc which Yead me to assert that
students at Riverside come from families with high soci9~q¢9nom1c and
educational levels. To start, real estate values in the area are among
the highest in the city. Amy commented that about 95% of the children
come from homes with two professional parents, the majority of whom are
on the professional staff at the nearby university. Riverside students
reflact that educational level. MWore than 10% of the students have baen
officially identified as gifted. A recent (1980) standardised test
administered to Grade Six students indicated an average intelligence
quotient of over 120, compared with a system average of 106. 1In
addition, Riverside students almost always place thair school among the
top five schools in system tests and above average in provincial tests.

Amy said that her students presant very few academic or welfare
problems. She said that

the children are brought up with good manners and [the ability

to] deal with a cross-section of people. . . . Their basic

needs are met: We don't have to worry about food, clothing, or

shalter, In a ot of instances their emotional and social needs

are morg than met: Sometimes children are overinvolved and

overindulged, and 1 guess that can be a problem.
In clarification of the final part of that statement, Amy indicated that
the majority of parents have their children involved in a wide range of
programmed social and cultural activities out of school hours. Many of
the students have their own personal computers, videorecorders, stareo

systems, and the 1ike. Some children may be pressured by high

expactations from home.
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Aﬁy made an interesting cbservation related to how tho high
socio-economic and educational levels of parents have another effect on
children. She stated that although many children come from broken homes,
their biological parents are generally able to coma together with their
children for parent interviews and other spescial school occasions. Amy
balieves that this is because they have tha intellectual and financial
resources and personal contacts and resources to handle marriage

breakdown with minimum hurt to their children,

Part-Time Toachers

Four members of staff ara part-time teachers,

Summary

I contend that Riverside is a small, suburban, elementary school
whose students come from families with high secio~asconomic and
educational levels. Enrolment from the school's immediate locality is
more than 50% less than its design capacity. There is a significant

percentage of part-time teachers on the staff.

Amy's Work
Instryctiona) Leader
Being an exemplary elementary school teacher herself, Amy has an
axcallent knowledge of most areas of the curriculum. She professes to
particular strengths in language arts and a weakness in French. She
delegates leadership in some curriculum areas to staff with particular

strengths and interests in specific areas.
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sngllgdng_gt_gnijd:nn Auv stressed that 1t is 1nportant for N

principals to know childron woll 80 that they can onturo that nrograms
match childron’c needs. Not only does Amy teach a group of children
regularly, but she also visits every class every day to get to know
children’s educational abilities. She has a thorough knowledge of
provincial and district test rosu1t§. In addition, she knows all
children in her school, their family situations, and the programmad
activities which fi11 their out-of-gschool hours. Amy said,
I1'm very supportive of what they [the teachers] do in the
classroom, and being specific to Riverside is that if we taught
the basic program of studies as outlined by Alberta Education
at this school, we'd be in trouble, bacause our kids ars in a
lot of ways very gifted children, not naecessarily all the time
academically, although a lot of it is, but we have some vary
talented children in music, in theatre, and thes teachars have
been vary attentive to their needs, and thay've enriched
programs. . . . My teachers are the professionals, and when it

comas to school organisation and planning for learning, we do
the bast we can with the knowladge we have of tha children.

Amy's parsona)l leadership. "I'm very strong in the language arts
area and we've come 8 long way." This statament by Amy supports the
notion that principals, especially in small schools, should provide some
aducational leadership personally. Most principals have been seen as
" superior teachers at some time and have special expertise in particular
curriculum areas. It is right, then, that they should exercise those
skills in their own schools as far as their other duties allow.

Further, teaching principals such as Amy can demonstrate their
teaching skills and provide role mode's for their staffs. Amy said, "In
lots of ways, I probably have more credibility with my teachers as a
teaching principal . . . because I'm still in the trenches."

However, it behooves effective principals to keep abreast of

curriculum trends. Amy claims that her school district provides the
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mechanisms necessary for principals to keep up wjth curron;rcurriculqm_
developments. “They inservice principals as to what is expected: What
‘resources are expacted? How do you observe the qualities of a good music
[or other] program? In terms of curriculum leadership I can be
supportive."

Delegation of instructiona) leadership. Effactive principals are
not threatened by capable staff members. The appropriate use of staff
expertise has many spinoffs which work towards the provision of superior
programs for students. Principals, even if they have the expertise, do
not have the time to provide in-depth leadarship in all subject areas.
Students benefit if individual staff members with spacific strengths and
interaests agree to take on leadership roles in those areas.
Additionally, such delegation provides staff with leadership experience
and can enhance feelings of self :rth which, in turn, usually enhances
performance as a class teacher.

At Riverside, delegation is practised effectively.

Every teachar has a key rasponsibility for a subject in this

school, . . . my Grade Three teacher is very strong in social

studies. She's done curriculum development in social studies,

so when I'm finished reading through some stuff in social

studies I'11 put it in her mailbox, and she’1ll promote it.

She’s the key person. My Grade Four teacher is very strong on

camputers. I will route everything on computers after ! read

1t through to him. Grade Six, Betty is very strong in science

and math., in fact, runs a whole program based on animals in

her room, so she's the leader in that area. And it's quite

co-operative. For instance, the children have a Science Fair

in April, and we try to do it as a home project, with very

little help from school, an independent study project. But

Betty and I will collaborate on what's happening and discuss

it.

In her last sentence, Amy indicates that she, an effective principal,
collaborates with her subject spaecialists. This is important for

principals who wish to maintain a good knowledge of curriculum practices
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and developments in their schools. From what she has said it can also be

inferred that Amy has worked to discover staff strengths, used them

offectively, and still ret:ined her grip on the situation as principal.

staff Developer

Amy plays an active role in the professional growth of her staff.
As will be seen throughout this section, staff development is very
closely aligned with other aspects of a principal's work. In Amy's case
it intertwines with staff supervision, business managament, innovation,
communication, and educational leadership.

"Our staff development is very formalised,” asserted Amy. However,
I infer from what she said throughout our meetings that a considerable
amount of informal staff developmant also occurs.

Informal proqrams. ! believe that looking at the informal staff
development fostered by Amy at Riverside gives us a good insight into
their effective formal staff development plans.

It is probably appropriate to look first at the teachers' knowledge
of their students’ needs. At budget time, staff decide on priorities in
curriculum areas and then plan their staff development activities in line
with the school's priorities,

It is also difficult to separate staff development from staff
supervision in some cases. At Riverside, Amy stipulates the types of
lessons which she intends to observe as part of the formal teacher
evaluation process. Ovaer a short period of time she will observe all
teachers teaching in a particular subject area. Such observation can
provide the basis for recommending inservice to particular teachers

and/or for whole-staff activities. Communication between staff and their
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colleagues and staff and Amy is an essential element in planning
appropriate staff development. Formal and infgrma] networks exist at
Riverside for effective communication to take place.

Formal programs. Of the three substitute days allowed in the budget
for each teacher, Amy has "already made it clear to teachers that next
year as part of their professional growth, . . . [she] wil) expect them
to attend at least one inservice in the new social studies area before it
becomes mandatory in 1990." This shows that Amy is taking system-wide
priorities into account in her school plan. It also allows teachers the
flexibility to use the other two days as thay deem appropriate within
school priorities. It would seam logical, then, that children will
benefit from such a team approach to professional growth. Amy said:

This year, in looking at the way our goals and objectives went,

and I was talking to you about the math., what is going to be

expectad is, we don't only have a school priority and an action

plan, but each classroom teacher will now have to have a

personal- professional development plan that reflects the

emphasis on this action plan., And I think it'1] be a more

meaningful document bacause the personal-professional

development plan will be reflected in theair psrformance

appraisal. So it's sort of coming togethar for me.

The school district has planned inservice courses to meet teachers’ needs
with regards to curriculum developments at the provincial level.

Riverside has further formal professional development at the schoo!
level. Amy arrangad her timetable to allow for a staff development
meeting once every two weeks. These meetings provide an opportunity for
subject leaders to report to the whole staff or provide a mini inservice,

staff discussion on particular curriculum areas, or for an outside expert

to work with the staff.
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Communicator
o ”;nrsgpakjng withVAmy it pqcompsrgbvious ;h;;rcq@npnjcqgipn 1; the
linghbin which hplds‘;ho strands of her school together effectively. Her
formal and informal networks provide a wealth of information to her on
her staff, students, parents, and community. They also convey her ideas
and aspirations to her total community and allow for a free flow of
information in all directions at all lavels.

Her informal discussions with children in the corridors, staff in
the staff room, and parents and community members whanever she comes
across them provide a firm basis for her getting to know her total
community and vice versa, She says, "I'm a listener" and asserts that
this gives staff the confidence to approach her with their problems. Her
secretary said, "What a woman! She always does what she says she'l)l do.”
This provides further encouragement for effective communication.

During my visits to Riverside and my discussions with Amy I observed
examplaes of effective communication in a host of areas.

Visual communication. Clean and tidy grounds and buildings, an
attractive office, good displays of children's work, and a bright,
chearful personality all help to convey Amy's pride in her school to
anyone who visits Riverside. This visual communication of her ideals and
standards assists Amy in maintaining her effactiveness.

oral communication. As mentioned earlier, oral communication is
affectively encouraged by Amy. She makes an effort to greet children as
they enter the building. Those efforts are reciprocated. She frequently
speaks with staff informally and formally. Her daily visits to
classrooms and the staff room ensure adequate opportunities for this to

occur. She elicits staff input into, and discussion on, curriculum
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priorities, staff development needs, busingss mpttora, student affgirs,
and, in fact, in all aspects of running the school, as well as showing
interest in teachers’ porsonal and professional livps. Amy maintains an
open-door policy with parents, constrained only by her teaching schedule.
She says that although the parents are busy, professional people, they
also have the work flexibility to be able to come to the school to
discuss school-related issues as they desire. They also have the ability
and confidence to express their thoughts and feelings openly and
offectively.

The very open, varbal communication encouraged in the school can
present problems for some teachers, as 1llustrated by the following
example:

One tima I had a supply teacher, a substitute toacher, in the

school. She was only here one day and wouldn't come back. I

thought she was good, because we had had har at another school.

1 mat hor at the shopping mall, and I asked her why she

wouldn't come back to our school. She said, "Those Riverside

kids are sassy. They're always asking questions.” I thought

about it and, yes, they are, but they're genuinely curious, and

you have to ba able to tolerate that. So, as a rule, when we

have substitute teachers that we haven't had in this schoo!

before we try to greet them and talk to them and tell them that

these are the kinds of kids you're up against, and they're not

being malicious; they're just curious, and they have a lot of
questions.

The above example is proof to me that Amy's efforts to foster rich,
varbal communication are waell rewarded.

Written commynication. The rich, verbal communication flowing
around Amy is matched by a wealth of written communication. After
viewing particularly good work in a classroom, Amy will write out a merit
certificate, appropriately worded, and affix it to the classroom door.
She helps teachers write notes home regarding specific school matters and

contributes regularly to a newsletter to parents. A significant aspect



of Rivor;ido jp tho fgct that tho Home and School Association broduc.s a
niﬁslottor, and so does the school. A 7

I can bogt jl)ustruto the types of communication at Riversids by
offering two quotations from Amy:

But in terms of parents here, ] spand & lot of time with the
School Council on parent awareness sessions. I send home
articles in newslettors on various theories and education
approaches to teaching, ways to help your children. We've had
Parent Forum nights, 80 they want awareness of what is going on
in education, We still have, even though they're well educated
people, some people have basn through the systeam, and they
think they know the system, but the analogy of "Do you still
drive a 1955 Ford today? VYou know, times have changed as wel)
in education, and we aren’'t using the Dick and Jana readers
like we did.” So there's a lot of time spent in educating
parents . . . . at the last parent forum we had representation
from forty of our hundrad and thirty families.

For the last two years 8 highlight has besen that the Hame and
School has put out a newsletter called Parent to Parent, and
thay've highlighted staff, through staff profiles. They've
encouraged parants to become involved in various programs for
parents that are offered after school hare and by our Centre
for Education. They've had quastion-answer things in that
newsletter: What is extended French? for instance, in the
nowsletter. The parents will come and interview one of the
teachers, and the rasponse is printed in the letter. S§o it's a
gogd :onunicat1on letter for parents. So that's the parent
ond of it,

Business Manager

I love having the financial freedom of handling my own budget,
bacause we fill in what our school needs. Nobody's telling us
what we need; we decide. . . . I have all my staff involved.

We maet, and I use a collaborative process. Basically, to
start with, I look at it as a V, and we start at the open end
of the V, where we're in mixed groups, and we genaerally look at
what the school needs in more global areas. We 1ist those
needs, and then I have them switch groups so that the Primary
groups together, and the Upper Elementary is together, and all
the additional support, like the Library, Resource Room, those
kinds of supports. What are the needs in those areas? Then we
usually take a break so that they could talk about it in an
informal situation, and then we go back and put those needs in
priority and start negotiating. Everybody feels very involved,
that they’'ve had a say and they understand.
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Amy obviously enjoys the role of business manager and appears
successful in this area. The above quotation shows how staff are heavily
involved in the budget process. She further says, "We match the dollars,
then, with the priorities, but the priorities cnﬁo first.” This
indicates clearly to me that she insists that the budget is curriculum
driven and not the reverse,

As may not be the case in large schools, Amy is involved in
searching through catalogues for most appropriate materials, discussing
ordering with her secretary, and signing order forms., Amy also liaises

with the day-care centre paople to purchase items designed for joint use.

Facilities Manager

Building management is not a time-consuming aspect of Amy's work,
nor is it one she enjoys: “Building Manager, oh, that's the part I hate
the most about my job. . . . I'm getting better; it takes practice. But
I've reconciled with myself the fact that this school is not going to
look 1ike my house looks.” This quotation refers specifically to
building maintenance and the 1ike. Amy organises tha contracts with the
day-care centre and schedules use of the facilities: "In terms of
schaduling space around the school, in a small school it's easy;
rescheduling seven classes is a picnic. I certainly don’t need a
computer program to do that.”

This aspect of the principal’s work at Riverside scarcely deserves
reporting. However, in large high schools or in remote localities where
principals may be responsible for teacher accommodation, or where
facilities are old and inadequate, building management could present rea)l

problems for principals.
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Staff Supervisor

The heading "Staff Supsrvisor” is used somewhat loosely for this
section. Howaver, I contend that the whole iroi of stiffinj as discussed
with Amy is extremely 1mport§nt to the effactive school and is,
therefore, deserving of attention,

Assessment of staffing requirements. I was present when Amy placed
on her staff meeting agenda an item requesting teachers to place on
record their intentions for the next school year. This was used as a
basis for judging Riverside's neads for 1080-90. Further, ! heard her
discussing some staffing matters with har Personnel Officer. There were
a couple of teachers on the school's staff 1ist but on extended leave,
and their futures had to be decided. I noted that Amy had developed the:
sort of relationship with the Parsonnel Officer that would ensure she
roceived that person's utmost co-operation.

Racruitment. Amy takes the recruitment of new staff very seriously.
"When I interview them I try to find out if their philosophy fits the
Riverside philosophy.” Again, othar staff are included in selection of
new staff,

When I'm interviewing for any position on staff, I 1ike to have

another staff member with me. If it's specifically for the

Franch area, I ask one of the French teachers to sit with me

and do some of the interview in the Franch language.

In such a situation, Amy also asks one of the French advisory staff to
check the applicant’s language proficiency. French is not one of her own
strengths. |

Informal supervigsion. Amy provided many examples where informal
supervision of staff can occur. This happens frequently in conjunction

with instructional leadership and staff development as alluded to in



previous sections dealing with Riverside. ,

Sho has proscribod that as part of their next year’s professional
developmant plan, teacher: will be involved in a social studies inservice
course, and she will work with them to produce their
"personal-professional davelopment plan[s which] will bas reflected in
their performance appraisal.” With regard to teachers’ correspondence
with parents, Amy says:

Often 1'1) write the letters, but I get them [the teachers in

charge] to sign their namas to them as key people, and they

feol like they’re supporting in the programs. I like that

sharing of responsibility: I don't have any desire to have my

name in lights or anything.

On the surface this may not look Vike suparvision but, in fact, is an
important aspect of seeing that jobs get done properly, empowering staff
to build concepts of salf-worth, and enhancing school effactiveness.

As mentioned previously, Amy further empowers staff through
delegation of alements of educational leadership. Through discussion
with co~ordinators and in staff discussions, Amy exercises her
responsibility for ensuring high standards.

High standards in har own teaching also set a role model which staff
can emulate. Again, I sees this as a form of staff suparvision. What the
effactive teacher/principal is implicitly saying to staff is, "This is
what I expact from myself, and I expect the same from you." Amy says,

They see me struggle with students; they see me talk about

students one to one when I'm talking about students I'm working

with from their classroom. I can empathise with what was going

on in the classroom. But my expactations are high of the

teachers to help these kids as well, and I'm constantly

chacking on them [the students], and I think they're [the

teachers] open enough not to feel a paranoia about me asking

about children, but it's that I do have a genuine concern for

helping them,

Further, Amy believes "that gives you more credibility with your
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teachers, bacause you're on the front line, too, working with students.
At least ] folt working with a cl#ss is more crodiblﬁ.f |

Amy also commented on one of the even more 1ntnngiblo aspacts of
staff supervision. She believes that the cohesiveness possible to attain
with a small staff in a small school assists in boosting stdff offort and
effect iveness.

Formal supervision. I contend that Amy's formal supervision is best

describad in her own words:

In terms of evaluation, too, I had a very, very formal
performance appraisal for my teachers. I had them fill out a
pre-ocbservation shaet, I had them hand in a lesson plan, and
then I went in to do a formal ohservation. ! did a forma)
write~up for each one--I still do it for new teachers--and then
we had a verba) conferance. . . . In the end everybody gets
something written. I cursed every time I came back to my
office and saw one of these pre—obsarvation shaots in my
office. Inavitably it was a math. lesson. I mean, how could
you go wrong? So I changad that; I changad my observation
procadure with teachers. What I do is, 1 take the timetable
now, and for one month I tell them I'm going to be coming in to
observe only language arts: °“At this time on Monday I'11 be in
the Grade Three classroom. At this time on Tuesday I'11 ba in
the Grade One," and whatever, "and I'm going to be observing
you in language arts.” I don't have tham give me a lesson plan
ahead of time or anything. I go in there, and I try to be
involved in the lesson, bacause I found out that I could read
more about that teachear from what a child was doing than !
could from the lesson plan that they were giving ma. They
still do that, but they give it to me there, but then I have
both, and it's not so structured. And it seems to work better
for me and the teachers here. But those math lessons used to
get me! So in terms of evaluation, I think, in believing in
the uniqueness of each person, whether it be student or
teacher.

Public Relations Officer

It was obvious to me frum my observations and from what Amy told me
that she has intensive interaction with parents and other cGrunitvy

members.
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2.:.n&gl_;g;ngnljhiligigg Amy baliovos that the schooI shou1d not

take over matters that she considors paront rosnonsibilitios. However,
she ensures that action is initiated where she sees a problem. Earlier
it was mentioned that she believes some children may be overinvolved in
programmed activities outside school hours. VWhoro Amy thinks that is
occurring, she will discuss the matter with parents,

Riverside's discipline policy relies heavily on parent co-operation

to solve problems. Two quotations best explain the situation from Amy's

point of view:

In my career as an administrator there was only one time that a
parent hauled in a child and asked the child to be strapped. I
said I would not do it. The child was with them. Because !
falt that very often parental responsibility is shifting onto
the school, that they have to learn to deal with it. I would
not hit a child, because I don't 1ike hitting people., . . . The
second reason Vs, I think that whon you assume the
reasponsibility to hit a child, you're assuming the
responsibility for their problems. I would sooner suspend the
child and let the parants and the child deal with the problem

and own that problem,

Yaesterday we had a Tittle problem with one of the Grade Sixes

over the lunch hour, His discipline for yasterday was to take

home the lunchroom supervision rules that are written--and we

have those written out of necessity--and to read them, and we

drew up a contract by which he and his parents have to sign to

agree to them, or alse he had to go homa. So those are the

kinds of things we've done here.

However, there appear to be very few discipline problems at
Riverside. Amy said that "the parents care about the well-being of their
children, the academic well-being of their children; they want to know
what’s happening with them at the school.” I witnessed a meeting between
Amy and a father who had been asked to discuss the family set-up, as his
young son had made some rather surprising statements about his family to
an advisor who was testing him as a preliminary measure in providing him

with some educational assistance. The father exb1ainod the family
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composition fully, went on to discuss the lad's progress at school, and

then mentioned some Home and School Association matters. This example

convinced me that Amy has earned the total confidqnco of many paronts.

Parents as partners in education. The preceding saction alludes to

parents as partners in more individua) cases. Amy sees the importance of
the role of parents as a group in the affairs of her school. She feals
strongly that the trained, professional teachers should have tho final
say in deciding on curriculum matters. However, she seas the need to
1isten to parents carefully, assess what they say, and act on advice as
is deemed appropriate. Amy said:

1 spend a ot of time with parents talling them that they are
an advisory group, and 1 will consider their advice; however, I
am the professional, and my teachers are the professionals, and
that when it comes to school organization and planning for
learning, we do the best we can with the knowladge we have of
-the children. And they can accept that. You also have to be
very careful there, too, and sometimes you have to he honast
about the advice thay give you and accept it, because you want
a partnership in education, and if you keep listening to tham
but never taking their advice, it becomes another "Oh, well,
here we go again.” One instance was, wa have & very high
number of professional women. They had some concern about.
women in science and technology and what kind of a progiam
elementary schools ware promoting in scienca. It was minimal
and not strong, and for two ya=rs we took science as a
direction for this school, ani our kids became pretty wise.

Amy further said:

Earlier on I wus talking to you about the [parent] role as
advisory, that you have to accept what they say and use as much
as possible, but you’ve also got to be very strong about saying
to them that you're the professional in education and you know
how your school neads to be organized and what curriculum needs
to be planned for those children. Those are decisions we make
here, and we're not going to be put in neutral and steered
around, I guess, is the analogy I can use.

As previously statad, Amy sponsors parent awareness forums to help
keep them abreast of trends in education, and these forums are well

attended. The fact that parents actually interview teachers on



63

educational matters and bub1ish the interviews in their newsletter has
also baen mentioned. Parent involvement is very high at Riverside, and
Amy says, “In terms of parents, we've had to learn to rechannel energy,
and in that we've done the education forums for parents. What I've also
tried to do with our parents is educate them in the ways of this school
district.” |

Amy and elected staff attend monthly Home and School meetings at
which she presents a prepared report,

Dealings with the wider community. Amy has constant contact with
the people who run the day care centre at the school. As stated in a
prior section, she is responsible for negotiating their lease and is also
involved in purchasing materials for joint use. She knows the children
in the centre. Amy also has daily contact with tha operators of the
before~ and after-school-care centre across the street, Those people
provide lunch supervision, at school, for the children involved in the
program and also for some other children who do not go homs for lunch,
and that is mutually beneficial.

The fact that the childcare and bafore- and after-school-care
centres and the school are filled with children of university academic
staff members could be attributed to Riverside's proximity to the
university. Howaver, it is reasonable to assume that discerning parents
would be sulecting the best school for their children. Therefore, it can
be assumed that parents have considerable faith in Amy and her staff,
Her co-operative approach with parents must enhance the school’s

reputation in their eyes.
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~ It is my intention that student matters be raisqd in most sections
of this research, Such emphﬁsis 1s necessary to reflect tﬁé c;ntr§1
place children hold in all Amy’s thoughts about Riverside.

Students as individuals. Amy believes strongly in treating students
as individuals and made numerous comments which supported that
contention, She said:

I know my students very well: I know gvery student in this

school, 1 know them by name, I know the consistency of their

family, I know exactly what lessons they take after school and

what they do on weekends, because ! also go to some of their

Little League games. And I feel that's really important. And

when kids feal that you have that interest in them, I think

they behave much better at school.

With regard to the above Amy says that "it took a shorter time to get to
know stucdents and their families well [than it did] in the ast schoo!l
whare thare were 540 kids." “"Sometimes the lesson that a kid takes out
of school is where he's gifted and talented. I can think of a 1ittle boy
‘we have in the school right now who's a gifted violinist, but he's just
an average academic student.” I have previously cited examples
demonstrating Amy's habit of discussing individual children's problems
with parents as the need arises.

She also believes in disc1p11n1nglch11dren as individuals, She said
that she would not administer the same punishment for the same "crime” on
all occasions, Highly provoked or first offenders would be treated more
leniently than children who offended habitually or had been unprovoked.

Amy emphasised the need for stafi to gain skills in the counselling

area so that children could be assisted despite the school baing too

small to employ a counsellor.
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Right now we have three priorities in this school: One is a

Guidance and Counselling Initiatives Program, That was a

priority last year, but we're moving into year two with it, and

it’1} require a year three, so it gives us a three-year

commitment. We're doing different things each year under that

one thing for our school, because we do not have a schoo)

counsellor. I somatimes would like the expertise of a schoo!l

counsellor, but in terms of the percentage of time we could use
one, we can't really have one here. Then if a child runs into

a problem, what do you do? Hold your problem unti) Tuesday

when the school counsellor gets here? No, we deal with it. So

I think what we're trying to do is develop some of the

knowledge and skills we need as staff members to halp out those

students. Where do we go? What resources are there in the

community we can refer to?

At Riverside there is also an awaresness that the smallness of the
school precludes the possibility of moving a child from one class to
another if cases of parsonality clash between two students or between a
teacher and a student arise. There is only one class at each grade leve)

at Riverside.

Evaluation of students. Amy clearly knows the abilities of her

students. As discussed earlier, Riverside is almost always among the top
five schools in system tests, and the average I.Q. of students at the
schcol is some 20 points higher than in the total popuiation. Under
Amy’s leadership the stuaff "hold high expectations for performance."”

Part of her evaluation involves assessing whether "students look involved
and are having fun.” Amy also said, "I'm very much involved in student
evaluation as well. I want to know how teachers get information on those
students.”

As a teaching principal, Amy has her own group of children to
evaluate in particular areas. In addition, the fact that she works with
children frequently during her daily visits to classrooms provides her
with an opportunity to help teachers evaluate students and to assess the

accuracy of evaluations made by teachers.
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Valuing the worth of students. Students at Riverside are recognised

by thoir principal for ‘the good that thoy do.

In terms of the kids, every day I go into every classroom. and
1 spend anywhere from five minutos to three quarters of an
hour, and it depands where I'm held up. I'try to talk to kids;
I try to see what's happening in their room. Every once in a
while I take a little pad along and I know what's going on, and
then I make a certificate for each door, for the kids, that
tells them I really 1ike their involvement in the bulletin
board display or whatever, or the writing that their teachers
have shared with me. Teachers send kids to my office, and the
first thing that the Primary kids do when they come into my
office is open the top left-hand drawer of my desk, bscause
they know that if they bring something that they've drawn or
written, that I have a sticker box, a cigar box full of
stickers in there, and they'll be able to choose one. Most of
the interactions with kids here are positive interactions.

Amy insists that staff look for the good in every child. She spoke
about a boy who is a gifted violinist., She said,

He's got a bland personality. If you didn't know him in this
other area or hear him play the violin, you'd just sort of
write him off, I won't do that to kids, and ] won't let my
teachers do that to kids.

Just as opportunities are thera for staff to display leadarship
potential, students at Riverside are also provided with the chance to
fi11 some leadership role.

I believe very strongly in the student leadership roles in the
school, that students behave better if they're given more
responsibility, so our Grade Sixes do school patrols outside;
they do student secretary: They answer the phone when my
secratary’s not in the office at noon hour or recess. Last
year we had a little boy identified as a sort of
writer-in-residence, and he was sent to a writing conference,
and he had to be the promoter for writing, a model, and he has
been, and he's contributed to our school newsletters, and
that's positive. We feature kids’ works in the school
newsletters.

ling wit ildren. Considerable attention hés been given

to the fact that Riverside students are considerably brighter than

average. Amy ensures that staff go well beyond the curriculum limits set
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by Alberta Education. It has also been mentioned th@t the children may
appear "sassy” bqt that this is gviqongo of thqir natqr?l curiugity anq
intelligence. On one of my vigits to RiversiQo, a Qroub of children was
dobating the stay-inside-day decision tikan th@; very cold morning. They
Qoro able to speak rationally about actual temperature combined with the
windchill factor. Not many elementary school students could do that--
they would just know that it was very cold. 1In this instance it was
important that Amy won the debate logically to maintain the respect that

children have for her,

innovator

From my time spent at Riverside, I was able to identify where Amy
had introduced two major innovations into overlapping areas of the
school's operation. Both have been raeferred to earlier but warrant
further comment.

The school had had a very stereotyped teacher evaluation policy
which lacked imagination and provided 1ittle opportunity for formative
avaluation to take place. The new system allows for much greater
flexibility and staff development.

The second major change introduced by Amy is really much more
complex and ties provincial, district, and school priorities to schoo!
and individual teachers’ professional development policies and then to
the teacher’s performance appraisal. This appears to me to be a mode)
for breaking down artificial barriers between areas of a school’s
operations which could well be emulated by others. Mc wonder Amy could
say, "I was so excited about it, and the staff reaily was, too. . . . My

boss was even impressed with it."
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High Priestess

g boliavo that I hIVO a mission. and I guess I do praach 1t.

more so by modelling than the actual words., As you get older

you begin ‘to balieve in yourself more, in your successes. When

I was younger I didn't have- the confidence I have nov. orl

didn't always stand up for my beliefs bscause I didn’t know

whether they were valid or not, and now I will do it because I

feol very strongly about them, ,

Amy could see herself, and principals generally, in the role of high
priest, or priestess. She said,

There are some things we do that we don't always put in

writing, and I think that gets back to our professional growth

plan. What are our expactations for students? We only have

two here, that students must be actively involved in their own

learning, and we hold high expectations for performance. We've

gotten teachers to think about the learning strategies,
environments, and organizations they used in schools, in the

school in their classroom, and we've gotten those in writing,

I believe that Amy's clearly demonstrated insistance on getting to
know children must have also rubbed off on teachers. This inferaence was
supported when Amy told me that staff initially wanted set punishments
for set "crimes” but now accept her philosophy and practice of matching
punishment with the child rather than the crime.

The visual symbols of Riverside culture are clearly avident. Good
work is displayed widely; merit certificates written by Amy are on doors;
children find the stickers in the upper left-hand drawer of her desk; the
school is clean, tidy, and attractive; Amy and her visitors are welcome
in classrooms, and students happily approach her and her guests with
their work, problems, or just to pass the time of day. They obviously

ses themselves as worthwhile individuals at Riverside Elementary School.



Chapter 5
Beryl's School, Suburbia

I first worked with bory1 in 1988 before she transferred to
Suburbia. She was recommended to me by a colleague and a faculty membar
as an effective principal who might co-operate with me on a course I was
taking in program evaluation. I spoke to her on the telephone, and she
agreed to meet me and discuss my work. Subsequently, Beryl agreed that I
could evaluate the language program at her school. During the following
five weaks 1 worked closely with Beryl and al) of har staff. I got to
know Beryl well and developed a great deal of respect for her as a very
effactive principal. I learned a lot about how she worked with children,
staff, and parents. She told me early in 1989 that she had been promoted
to a larger school, Suburbia.

When I decided to concentrate on three elemantary schools for
rasearch for this thesis, I contacted Beryl, and she agreed to work with
me again. I visited Suburbia, talked with her and her assistan*.
principal, met with staff over coffee, and was taken on a conducted tour
of the school. At this meeting I collected demographic data on the
school, and this virtually completed stage ona of my work with Beryl.

The second stage consisted of a taped interview with Bery! in her
office., That interview lasted for approximately one and a half hours and
provided me with the bulk of the data on Beryl’s work at Suburbia. This
stage was completed whan I gave her the typed transcript and then went
back Lo confirm that the transcript was an accurate record of our

meeting, to seek clarification on several points, and to give Beryl the

69
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opportqni;y tq providprfgrthar data. | 7

The third stage of my contact Qith Bery) was at a joint interview
with the three barticipants in ﬁy rasearch. Thﬁt meeting was held in
Beryl's office and was taped and transcribed, and dat§ from it was used
to confirm simi!@ritios and difforancos between the three principals’
work as described by them or inferresd by me from what they had said.

During the whole process I had saveral telephone conversations with
Beryl to arrange meetings and to seek clarification on specific issues.

The fourth and final stage of my invnivement with Beryl was to take
her a copy of the draft of this chapter and of the chapters dealing with
the themes. She has agreed that 1 have portrayed an accurate view of her
school, her work, and her ideas. Apart from my work with her in her
previous school, I have met with Beryl six times. Those maetings, our
telephone conversations, and her time reading what I had written about
her would have taken the equivalent of three working days. I feel that
Beryl has enjoyed the exparience as much as ! have appreciated her

enthusiastic co-operation.

The School
Size

Suburbia Elementary is a large school catering to some 4156 children
in Kindergarten through Grade Six in 19 classrooms. Beryl, the
non-teaching principal, has an assistant principal who teaches 70% of the

time.
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Setting

Suburbia is one of a number of elementary schools in a satellite

city of ona of Alberta’'s laryer cities.

Enrolment Level

The school is filled to design capacity and has three relocatable
classrooms occupied on site. A storercom has been converted recently tu
a computer laboratory. Thare is no spare classroom which could be

converted to a specialist area such as a mathematics laboratory, a

feature Beryl would like in her school.

Socio-Economic and Educational Levels of Parents

Suburbia is very much a middle-class suburb. Almost all children
live in single-family houses which thair parents are in the process of
purchasing. Beryl said that parents have 1ittle spare money for such
things as extended family holidays.

Intelligence levels of students tested in district evaluations are
average. This, according to Beryl, is a true reflection of their
parents’ abilities and educational levels.

An after-school-care program and a lunch program operate at the

school,

Spacial Education Classes

Suburbia and its neighbouring elementary schools each cater to a
specific special educational need. Suburbia has three adaptation classes
which provide for children of average or near-average ability who are

performing two or more years behind their peers in some subjects. The 30
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childran in ;hqgo classos}coma from a number of suburbs. Some of
39burbiafsrchildrcn are enrolled in special education classes in

neighbouring schools.

Summary ,

Suburbia is a large, suburban olementary school which caters to a
cammunity of average incoms and educational levels. The school's
enrolment exceeds its design capacity and includes three specia)

education classes,

Boryl's Work
Instructional Leador

Bery! sees instructional leadership as one of her most important
tasks. As do the other participants in this study, sha provides for such
leadership in a variety of ways. Her sound knowledge of provincial and
system goals and of children’'s abilities and attainments are the bases on
which her strategies depend.

Knowledae of children. Having been in the school for only a fév
months, Beryl is taking steps to get to know the children quickly. She
greets them as thay come into school, participates in extramural
activities, takes playground duty for teachers on occasion, teaches each
class on a planned basis, and visits all classrooms regularly. Children
with discipline, or other, problems are sent to Beryl, who has asked that
for every problem child sent to her, two children deserving praise be
sent too. Apart from demonstrating her emphasis on a positive approach
to discipline, this helps her to get to know children’'s individual

strangths and weaknesses.
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Beryl has studied children’s results in provincial and system exams.
Sha has discussed perceived shortcomings with staff to indicate that

changes seem necessary.

I would say that we are underachieving, based on the last two
years' results. We're achieving below provincial average, and
the reason I'm saying that I think they're undsrachieving is
that when we compare what they did on our set of four system
exams, language arts, social studies, math, and science, we
were below thera, We have a comparison with where we stand in
their ability scores on the Canadian Cognitive Abilities Test.
They are a8 fairly average group of kids, but we still are not
achieving as high as I think we should according to the
results. 1 think that tells me that this is one of ths reasons
why I'm concerned about the curriculum area. Are we not then
teaching to curriculum, or what's happening? The first
roaction that you get when you want to talk {to the teachers)
about it ig--of course, it hits them at Grade Three and Grade
8ix and Grade Nine; so the first kind of reaction is, "Why pick
on the Grade Threes and Sixes? I mean, it's what they learnad
or didn't learn in Grade One and Two,” or "It's what they
didn't learn by the time they got to Grade Six." And it
becomes an issue of "I'm taking the blame for all tha things
that happenad before.” And knowing the exams the way I do, I
think I will have to Took first at what the material is that
was covered as far as the actua) Grade Threes and Grade Sixes
are concerned. Bacause I'm seeing kids who gan read and who
can write and who can produca, but then if they can't answer
the questions on what China is 1ike. cr they can't answer the
questions on what Greek civilization was 1ike, well, then, have
wa not covered those properly?

Beryl's personal leadership. The above quotation also demonstrates

that Beryl knows the local exams and uses that as one avenue for getting
to know her school. One of Beryl's first tasks at Suburbia was to
prepare next year's budget. She saw this as requiring an immediate
assessment of where the school was at, educationally, and what needed to

be done.

One of the first things I had to do when I arrived was start
looking at the budget for next year, and of course when you
start getting into that you're looking at what your priorit:.-;
are going to be in some subject areas. I had to get busy very
quickly and kind of analyse what was happening in language
arts, what was happening in social studies, what's available
for my staff. And so in my own mind I’ve done a little bit of
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that kind of research and I know that I'm going to hnvo to make
a ‘conscious effort in- languago ‘arts and gsocial studies to' =
upgrade and to encourage some of my staff, for instance, to do
some 1n-sorv1c1ng 1n some of the new strntooios.

Bory1 sees her own high standard of classroum tcachino as a role nodol
for staff which is more difficult to attain in a large school where sha
doas not have a set teaching load.

Beryl: I think that that's an area where you can put your
money whare your mouth is. I think what I'm going to need to
do here is to say to teachers, "I would lgve to comes in and
teach a class today. Can I have yours? And I'd like you to
stay.” And 8o I think that that's one area that it would be
more valuable than saying, "I'm going to come in and watch your
class today, and then we're going to talk about what you could
have done."”

Researchar: And while you're teaching them you're going to
find out a lot about them?

Beryl: Right, right. Another one of those subtle kinds of
things. And also I think that, bacause I 1ike working with
children directly and it gives me a chance to get to know them,
then obviously it's meeting more than one need at that point.

I like teaching, so I miss it.

Beryl balieves that her own enthusiasm should motivate staff: "I
hope that my enthusiasm can generate soma enthusiasm with the staff, and
I think I should start with working with two, three, four people;
hopefully, that’1] be infactious."” She sees herself working with
individual teachers as well as with the staff as a whole. She said that
from observations made during her ragular class visits, she knows that
she will have "to work with them individually on some strategies for
resources they could use. . . . plus their teaching methods and so on.”
Beryl took an early opportunity to tell the staff of her own achievements
and expectations.

I had a really good chanca at the very beginning when I came.

We had one of our Thursday afternoon Professional Deveilopment

days, and I took time to tell them a little bit about the kinds
of things that I had done and what I would be looking at.

Delegation of instructional leadership. Beryl has “"staff members
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qssignod to ygripu;,curriculum areas.” It is their rqsponsibility to
follow up with staff any correspondence, or matters related to their
curriculum ﬁrcas, at staff mooting# of other approﬁriato occasiuns.

Bery) seus this as a way of empowering staff through making use of their
expartise and collaborative decision making as well as a way of reducing

her own work load.

Staff Daveloper

Bery) sees staff development as an integral part of her duties as
principal, closaly tied in with matters such as instructiona) leadership,

staff suparvision, and budget management.

Informal programs. In line with the above, and as mentioned

earlier, Bery) apprised staff of her expectations at an early staff
meeting. She has observed a1l classes in action and has had one-on-one
staff discussions in which she has advised indfviduals regarding teaching

methods and resources available.

Allocation of curriculum responsibilities to staff is another way of
providing informal developmant for individual teachers and the staff as a

whola.

I have staff members who are assigned to various curriculum
areas. Anything that pertains to science specifically or to
art I place in their boxes, and it’s their responsibility then
to go through that and to share with staff anything that needs
either a decision or information. That's worked quite well.
Usually that kind of information, unless it's something that's
very time specific, is shared at our staff meetings in terms of
curriculum reports. I do like to see it, because one of the
areas that I probably have more expertise in or actually more
interest in is curriculum area, and so I 1ike to know what's
going on there.

Involving staff in budget preparation is another form of staff

development. To make valid recommendations, teachars needed to think
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about vhat. they vere doing and what extra they nesded to do. Sharing
recommendations made by §11 staff andﬁgrqhts hoiéid 1ﬁ41v1dugls 9.55 a
batter perspective of the school as seen by the iholo comhunity.

Formal proorams. Beryl has established system of fortnightly
staff developmant mestings at sUburbii. At these miotings subject
co~ordinators familiarise staff with developments in their areas and lead
discussions on related issues,

uiee & manths and our pian 16 to ube those. T wiT1 iOIve

the staff as much as possible in developing them and working

for the: expertise that they need thare. I seo myself as baing

more of a supportive role,

Beryl also saw the budget process as an avenue of identifying staff
development needs. She said that she was "going to have to make a
conscious effort in language arts and social studies . . . to encourage
some . ., . staff . , . to do some insarvicing in some of the new
strategies.” Bary] claimed that "one of the things that the system has

been very good about for the most part is providing us with [inservice)

opportunities.”

Commynicator

Beryl sees "the whole business of interaction” as a major component
of her work: "I do a lot of listening, a Tot of looking.” This has
helped Beryl get to know her school community well in the few brief
months that she has been principal of Suburbia. A great wealth of
communications of a1l types and at all levels became obvious to me during
my v{sits”to the school. As with Amy and Craig, it is clear to me that
effective communication is & linchpin in Beryl's work as a principal.

Visuyal communication. A visit to the school and a walk around the
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classrooms provided visible evidence of Beryl's being an effective
principal. The school is well maintained, clean, and attractive. While
individual classrooms are a credit to teachers and children alike,

hallways are also attractive with displays of children's work and awards

for such things as citizenship.

Qral_communication. It appsars that Beryl places high value on the
banefits of oral communication with her total school community.

I feel very comfortable with the ono-on-one. I feel, I think,
vary comfortable in front of the group when I work with them.
As yet I find it's still a little harder to read this group as
I work with them. I do a ot of 1istening, a lot of looking.

I think I et people know fairly quickly what I'm thinking=-not
so0 much what I'm thinking, maybs, but what I expect. I try to
be as open as possible with them if I don't 1ike whai they’'re
doing, and then I tell them. I would also then try to make
sure that I had an alternate solution to something that I
didn't like, That's a little tough.

She devotes the first hour of her day, before the ball goes, to
interaction with staff and students. This is a good indication of the
importance Beryl places on communication. It would be very easy for her
aither to come to school later or to close her door and attend to paper
work during that time.

I find that my day starts out usually by jdst the interaction

with staff. It could be filling requests for things that they

need looked after during the day, or it could be quick

conversations about equipment or resources or about children,

and that usually takes up most of that hour prior to when

school opens in the morning. I try to get in here by eight,

quarter to eight, a little earlier if I know that there may be

saveral things that need attention. I definitely use [that

time] for just staff, and occasionally I'11 go--in fact, quite

often--go out to where the children come in when the bell goas.

Beryl gave several examples of oral communication with and among
students. She talks to them as they come in at ball tima, she speaks to
children referred to her by staff, she addresses them at assemblies, and

she encourages students to share good work with the whole school over the
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bqp}jc address system first thing each morning Qhon sho ﬁaiso# on sﬁocii\
announcements and conducts morn1n§ qxércisis.

As described earlier, Bery! 1ntofacts Qith staff before schoo\. at
their initiative. She has held formal one-on-one discussions with each
staff member to discuss both professional and personal matters.

Classroom visits, morning tea and lunch in the staffroom, and staff
meetings provide numerous opportunities for formal and informa)
discussions with individual staff membars and with groups of teachers.
Bery) said,

It’s certainly more difficult to know everybody on as personal

a basis [in a large school) as you can in a smsll school, and

for someone 1ike myself who really likes to know people a

11ttle batter, that is one of my biggest concerns,

She said that she will have to rely, to somes extent, on key people on
staff to ansure that what she is saying is baing interpreted uniformly
the way she means it to be understood, In other words, she is developing
networks to improve the effectivenass of her communication with staff.

Beryl related many examples of discussions with parents on a whole
range of issues, of maetings with colleagues and central office
personnel, and of liaison with the people who provide after-school care
and lunchtime supervision.

tte . Written communication appears to pilay an
extremely important part in Beryl's effactive leadership at Suburbia.
She at least skims all the mail coming into the school and either deals
with it herself or passes it on to subject co-ordinators or other
appropriate staff. This ensures that provincial and system policies are
known to her and her staff.

Staff and parents were asked, in writing, for input into the school
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budget. Triis allowed them to provide considered opinions in an unhurried
atmosphere. Although fow parents avail~d themsalves of this opportunity,
staff all did. On receipt of s;gff responses, Beryl acted as dascribad
below: ‘
2. When I got that, I ccmpiled it in such a way that I could say

to them, "Here are the things that as a staff we've really felt

quite strongly about,” and it really came out quite close in

the long run. "Here are some things that were less important;

here are some things that we really need to take a look at that

need improving, and are we going to eliminate them? And then

when you come to that area of ‘Here are some things that people

consider really important,' let's address those, because that's

where our areas of priority come from.” And by doing that, you
don't ever really have to eliminate anything that people have

said, but immediately they saw where tha consensus was. And I

thought it worked really well,

Beryl writes citizenship awards for children and reads and signs all
their report cards. Where situations warrant, she writes formal mamos to
staff, w1th the aid of her assistant principal she compiles the
newsletter to parents and oversees staff nowsletters tc parents, advising
them of proposed class programs. One of her most demanding tasks is the
writing of annual evaluation reports on staff. At this time she is doing
all of this herself, mainly to ensure that she gats to know each staff
mamber, but also to comply with district policy that the person’s

immediate supervisor write such reports.

Business Wanager

Beryl's involvement of staff and parents in the budget process has
been mentioned previously. Like Amy, Beryl enjoys this aspect of her
work and does not find it very time consuming. Beryl describad her
feelings about the budget process and the method she uses to get staff

input. She provides a similar questionnaire to parents.



80

Beryl: ‘I find that enjoyable, and it doesn’t take me very lory
to do it. I am familiar enough with the budget process, with
some of the methods that I've used in getting input from staff
for both the priorities and for some of their wish lists, for
supplies and equipment and so on, so that that end of it for me
j¢ a fairly straightforward, not a terribly time-consuming
thing. I like to play around a ot with the figures and just
see what I could do if I had shifted my dollars a 1ittle bit
hare and a 1ittle bit there.

Researcher: You talked about working with staff on priorities.
How firm are you on making sure you get your own priorities
across?

Beryl: One of the things that I do for that is to say to my
staff--1 give them almost 1ike a questionnaire, and I ask them
to tell me all of the things that they like that are happening
within this school, and also to indicate if there are any that
they think could be improved on. I then take a look: "What
are some things that you think very definitely need improving?
Are there any things that really should be sliminated? And if
you were to set your priorities by yourself for next year, what
are the, say, three main areas that you would address in terms
of the school?" And then I give them the last one ! say: "If
you ?;d the dollars that you wanted, what things would you
provide?”

Another, less tangible, aspect of the budget process is the
"sharing” of children with special education needs with neighbouring
schools. Having to cater for only adaptation classes at Suburbia means
that the schooi can operate more efficiently than if it had to cater to

the whole range of physical, mental, and emotional problems of students.

Facilities Manager

This is another aspect of her work which Beryl does not find
onerous. In fact, much of the work is delegated or carried out by

central office. However, she checks to see that the work is done

properly.

I put a lot of trust in my custodial staff in terms of the
physical plant and a lot of trust in my curriculum area heads
and my secretary in particular to keep a handle on the things
l1ike the supplies and the equipment that are needed for just
the day-by-day flow of running things. Again, I try and make a
fairly regular check, just to see if things are done, and I can
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do that without really even having to meet with those people.
You learn to pick up on a few key spots that 11 tell you
whether sverything that you need is thera. So that area,
again, doesn’'t take as much time, because you've put those
kinds oF responsibilities on someone else., We're a bit crowded
here, so space is at a bit of a premium, sn we do have to be a
Tittla careful about what we book. The staff have gotten used
to the idea that if they need a space, thoy need to check
between people in setting it up themselves. We've not had the
responsibility of booking our school for the evening rentals;
that's besn done centrally, and we have a heavy usage in the
evenings by community groups. I would, I think, in a way,
praefer to have it done hara. We have maybe a little bit more
control over who comes in and who doasn't.

Staff Supervisor

Supervision is sometimes simplistically described as knowing what
should be done, knowing what is being done, and sttempting to rectify any
deficiencies. Beryl employs a wide range of informal and forma) tactics
to ensure effective supervision of har staff at Suburbia.

Informal supervision. As discussed previously, Beryl makes frequent
classroom visits, takes lessons in classes, chacks studants' report
cards, seas both good and poor student work, and has studied provincial
and system test results. This has given her a sound knowladge of how the
children are achieving. Because of her familiarity with the curriculum,
with the tests, and with what she can see children doing, she knows what
they should be achieving. She said: "U’m seeing kids who can read and
who can write and who can produce, but then if they can’t answer the
questions . . ., then, have we not covered those [areas] properly?” Beryl
provided many examples of how she is attempting to bridge the gap between
expectations and achievemﬁnt.

Soon after her appointment to Suburbia, Beryl involved staff heavily

in the budget process. This forced them to think curriculum
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implementation when considering priorities. As mentioned earlier, she
has delegated many curriculum and facilities matters to professional and

ancillary staff and checks, sometimes covertly, to ses that those tasks

are carried out effoctive]y.

I put a ot of trust in my custodial staff in terms of the
physical plant and a Yot of trust in my curriculum area heads
and my secretary in particular to keep a handle on the things
1ike the supplies and the equipment that are needed for just
the day-by-day flow of running things. Again, I try and make a
fairly regular check, just to ses if things are done, and I can
do that without really even having to meet with those people.
You learn to pick up on a few key spots that'1l tell you
whethar everything that you need is there.

Beryl has discussed with class teachers the students' poor showing
in provincial and system tests. She is attempting to get staff to take a
more positive approach to children while still supporcing and assisting
teachers who are exper1enc1n9'somo difficulties in the discipline area.

I'm trying as much as possible now to get them to use just a
little different approach [to children]. 1'd like them to be
able to refer some good kids. I said, "For every one negative
one that you send me, could you send me two that have done
something that you really think was good, or that they’'ve got a
good piece of work to share?” 1I'm feeling that this is
something that the kids here really need, a few more of the
positive strockes rather than negative ones. Most of them do
their own discipline, unlass thay run into a student who is
really, really being defiant and the teacher is unable to cope
within the classrosm situation. I think that for the most part
the teachers have gained a lot more by doing it on their own,
astablishing their own management skills, but certainly if
they're having difficulty, then I try and sat up something, or
work with them on some kind of a plan that I think may work
with that youngster within the classroom.

Beryl makes a real effort to be available to assist staff. This is
avidenced by her use of her first hour at school each day and by her
visits to the staff room at breaks. She also takes some playground
supervision for teachers to show that she realizes that they have a heavy

work schedule and appreciates their efforts.
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One of the things that I found successful in the past, and I
think it’s going to be something that will be helpful for me
here, too, is that on a rotating basis I'm going to go to my
teachers and just say, "You go the staffroom today; I'm going
to take your supervision for you," and just go out and be with
the kids. I've done it with a few people now, and with that
one it'11 just be a matter of making sure I get everybody. I
think some of those extra things make them realize that I'm
aware that they've got a very busy schedula and it's one way of
getting a 1ittle bit of a break.

Beryl is attempting to get teachers to think through their advanced
planning more carefully and to advise parents of those plans. This is an
effactive method of ensuring that staff implement well-planned programs.

The staff all use, I won't say a monthly newsletter, but a
theme newslatter or a latter which indicates to the parents
what's being covered in curriculum over a given pariod of, say,
a month to six weeks. And I encourage that. I have suggested
that as being a valuable way of contacting parents. I have two
or thres teachers who are reluctant to produce that newsletter,
and that again is something that I'm going to have to work on,
I think the parents appraciate knowing what the children are
taking, what they're going to be evaluatsd on, and that’s
particularly important.

Mention has been made of the fact that Beryl considars that her own
role modelling as a teacher has beneficial effacts on staff and that she
will be making opportunities to teach in all classes with the teachers
prasent,

One of the very important aspects of Beryl's staff supervision at
Suburbia is that of increasing staff cohesiveness in an effort to get
teachers to work more closely together to benefit children.

One of the first things that I noticed right away, is that ‘
there's sort of your little group that sits at this table and
your other little group that has coffee together at this table,
and while they work well on committees and so on, they very
definitely tend to polarize. 1 guess the important part of
that is not so much to change the personalities, but to change
their focus and to change their willingness to participate as a
group. This staff are aware of that. They've had some things
in the past with this school that have made this whole area of
getting together a little more difficult, and so that in itself
is an added or an extra that I wouldn’t have in some schools.
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Eg:lgl_guggzzigign. Beryl has based her formal suborvision on the
sound premis§ that staff should be aware of her oxbpctations and know how
she intends to achieve her goals. At an early staff meeting, she told
the staff of her ideas and expectations. She has discussed the results
of provincial and system tests with teachers and let them know that she
is not convinced that the children at Suburbia are performing to
capacity. Through the budgetary process she has ensured that staff are

totally aware of the school's priorities.

A first step in the formal suparvision of staff was a one-on-one
discussion with each staff member, professional and ancillary. She has
encouraged individua)l staff‘mambors to attend specific inservice courses.
Baryl has also instituted fortnightly professional development meetings
with the whole staff, where she acts as a facilitator and subject
co-ordinators play a leading role. The final steps of forma) supervision
include formal classroom visits and written reports. Beryl said that
this is a time-consuming task which she will undertake herself this year.

Beryl: Evaluation is another area which really is a fairly
time-consuming aspact. First of all, the visits to the
classrooms, and I feel in fairness to the teachers that should
be made on at least a three- or four-times-a-year formal type
of visit if I'm going to be able to write down on paper
something that's meaningful and accurate. We are expacted to
do a written report on every staff member yearly,

Researcher: Are you trying to do that all yourself this year,
or are you delegating some of it to your assistant principal?
Beryl: I think I'm going to try and do it all.

Researcher: Just to get to know people?

Beryl: As much as anything, ves, and I guess partly because
this staff is one that would feel that if someone else did it,
that was not their person that they were directly reporting to,
and that’'s been an issue, I think, as far as our Teachers'’
Association is concerned, as well as the Board itself has come
out with the statement that nobody will be evaluataed by someone
other than the person directly above them. They've got quite a
line set up. . . . Our own Board has said, you won't be
evaluated by anybody other than the one that you report to. So
in high schools the department heads are evaluating their
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teachers and that scrt of thing, but here, of course, the staff
would a1l report directly to me. 1 would not do the evaluation
on my second custodian; that would te the responsibility of my
head custodian. As it turns out here, my secretary is not
responsible for the aides and the technicians; they all report
to me, as well, So in this school, as I say, it happens that
it would be all direct.

Researcher: Would you think perhaps in the future you might
change something there?

Raryl: I think it could be. I would have to get to know this
staff a little bit better than I do right now, but I'd be
almost willing to wager that thay would not feel comfortable
with someone else doing it. I think what you really need to do
is to look even at an elementary school, if they're that big,
to Yook at the equivalent of what would be a curriculum
coordinator or a department head type of position, and I think
that that would be a very legitimate route to go.

Bery) made a strong point in stressing that she likes to work with
the staff and be seen as someone who understands their problems and who
will provido advice as requested. Howaver, she knows that there are
times in a principal's 1ife when it is not possible to be averyone's
friend.

1 1ike to do as many of thoss things with the staff as I

possibly can, aven though 1 know that at some point I may have

to ream somebody out, or I might have to do something in terms

of some very strong evaluative kinds of things. I think those

paople are more willing to accept evaluation or accept--I don't

like that negative aspact of it, I guess, but it's there,

whether we like it or not. And so I think they’'re more ready

to accept that if they know it's someone who is doing the saro

kinds of things and knows what their problems are as well. So
I don’t have my door closed very often.

Public Relations Officer

Bery)l has made a significant effort to develop close working
relations with her community.

Parental responsibilities. Beryl believes that the large majority
of parents of students attending Suburbia have a responsible attitude

towards their children’s welfare. She said:



I would say the family support system here is really for the
most part very good, that their parents are yery supportive.
Any of the onaes that I've found it necessary to phone or to
contact in any way about the child or the kind of discipline
that we were going to use with them have followed through very
well in what we've asked thom to do. And so that's why I feel
that it should be very quick in terms of getting gnod results.
As in any school, you get a few who--1 mean, "It's your
problem: Once they're there, don’t bother me any more with it,
I have to Took after them at home; it's your job when they get
to the school.” But we don't have many of those. I don't know
if we'd have mors than about half a dozen all together in this

school.

Beryl has made it clear that although parents at Suburbia do not

have a formal association, they do take an active role in their

children's education.

Parents as partners in education. Beryl sought parental input into

the development of the budgat.

1 also gave that kind of a questionnaire to the parents as well
as to the teachers as to what do you 1ike? What would you
change? And what do you see as some of the things that need
addressing? The rasponse was not great; there weren't a lot of
those responsas that came back. But I really feel very
strongly that if they had had major concerns, they definitely
would have used that opportunity to have said something.

Although thare is no formal parent association there are parent

co~ordinators, at school and class level, who arrange assistance

reaquested by the schootl,

They have a mother who is called a Parent Volunteer
Co~ordinator, so that if I need something done I can call her
and say, "I need three parents,” and she’ll round them up. But
each teacher has developed a volunteer program within their own
classroom, where they have committed parents who will come in
on a regular basis to work with the children, to do xeroxing or
chart making or bulletin boards, all of those kinds of things.
Again, I think they’'re telling us that "We accept what you're
doing as okay, and this is how we can support you and give you
more time to work with our kids.” I don't think that they
would hesitate to let us know if they didn’t 1ike somathing.

Parents have let Beryl know that they do not want formal meetings

unless a significant reason exists,



87

As explained in an earlier section, Beryl is encoursging al)
teachers to advise parents in advance of thair programs for.tho next
period of time. This is to assist them in knowing Qhat their children
will be doing and how they will bs evaluated. Again, this provides
parents with an opportunity to voice thair opinions regarding curriculum
matters should they so desire. Beryl! said that she would value such
comment,

I would like to think that parents would react a little more to
curriculum or to strategies, or at least maybe not say that
they really wanted something different, but were willing to
say, "Well, why are you doing this?" or "Could you explain to
us why this particular procedure works batter than another?” 1
suppose that could be a nuisance, too, but I VTike to think that
they would question what we do. At any rate, that's the kind
of parant involvement we have here.

It would appear that the parents are very willing to provide physical
support, for school programs in a variety of areas. However, they seem
kean to leave the “real education to the professionals.”

There are parent meetings to attend. We don't have right now a
very official Parent Advisory group. They have some officers
in name, really, only, but when those meetings are called for
discussion meetings and so on, it's done by myself. Parents
are invited to come. This group of parents has baen very, very
supportive in terms of soma fundraising and volunteering, those
kinds of things, but have really indicated to me that, unless
there’'s something really important, they'd just as soon not
have meetings: "If you've got something very specific that you
want me to do, whether it be sewing choir capes or if it's
coming in xeroxing, or whether I need some halp with a
one-on-one with a student, no matter what the volunteer area
is, we're there to do it for you. But we’d just as soon avoid
meetings. "

Dealings with the wider community.

There is an after-school-care program and a lunch program here
which operates through the school, and yet part of the
after-school-care program is operated separately, and we just
try and coordinata what goes on there, since wé share some
facilities. So I meet with them occasionally, and there are a
fow times when they call us down for a little extra help over
the lunch hour.



Abart from this contact with daily users of the facilities, Bery)
has contact with people who rent some part of the facilities out of
school hours. As such use is organised centrally, Beryl usually becomes
involved only if & problem arises. She said that the facilitiss are

heavily booked and that the school is very much a community centre.

Student Developer

Throughout Beryl's discussions with me, the well-being of students
vas always foremost in kar mind. Whether she was talking about staff
development, communication, staff suparvision, or any othar aspect of her
school, she considered what was best for the children. Her care for
students is demonstrated in many ways.

Students as individuals. Bery) gets to know individual children
through many avenues. Meeting them in the hallways, in the playground,
in the classrooms, and in her office, or reading their report cards helps
her to gat to know individual children parsonally and academically,

I see the interaction with childran baing one of the biggest

areas [of my work]. Simply bscause there are so many of them,

I think you run into more children in need. As far as the

community 18 concerned and the needs of these children, these

are people who are homeowners, probably budgeted fairly

tightly; they don’t hava a lot of axtra money and yet are very

supportive of the school. The volunteer program is very

important to a school this size to meet some of these needs of

children.

Beryl involves parents in behaviour modification programs and, as
mentioned in a pravious section of this chapter, most parents co-operate
with her in this matter. Some of her first hour at school each day
usually involves discussions with staff concerning individual children.
She iizlps teachers prepare programs for children causing discipline

problems in their classrooms. Beryl is involved in the extramural
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program and liaises with the psople who run the lunchtime and
after-school care program. She also said that she sees children who can
parform and can do well but are not performing to their potential. This
is another clear indication that she knows and cares for individual
children. The importance Beryl places on appropriate counselling for
students is further solid evidence of her concerns for individua)
students.

Researcher: Last time I was here you were saying you wanted to
get a counsellor on staff part time.

Beryl: I still feel quite strongly about that. I think that's
essantial.

Researcher: How much time do you think you can use a
counsallor in a school 1ike this?

Beryl: 1f we ware to ook at somaone who was good at doing
things 1ike "Msgic Circle” or "The DUSO Kit" or some of those
things that are based on developing childran's self-esteem and
their ability to get along with each other, that would be
important, plus someone who could do some of our testing for
us, and who could grovide an ear for children who are having
difficulty. We could probably use someons half time quite
easily. I really did all of that myself whan I was at my last
school. I did all of the testing, ! did all of the talking
with kids. Mind you, to a large measure I'm doing that here

now, as well, but thera weren't the numbars, so that it was
possible to do it.

Evaluation of students. Although Beryl does not have a direct role
in the formal evaluation of students, she is wall aware of what is
happening at the classroom and school levels through report cards and
provincial and system exams. Her knowledge of individual children gained
through classroom visits, her teaching, displays of work around the
school, and from work children bring to her office assists her in
assessing children’'s potantial and the accuracy of teachers’ assessments
of them. Beryl said, "I have high expectations of children.” This

expectation has been communicated to children, teachers, and parents.

valuing the worth of students. My discussions with Bery!l



highlighted horbinsiatnnco on developing positive ralations with
students. The emphasis throughout the school is on commending good
efforts by children.

We also have once a month a student assembly, at which time

children participate and various grades are assigned to locok

after them, and then at that time we give out our citizenship

awards, safety awards, some of those kinds of things, and it's

also a chance to speak to the children as a group.
Children who have raceived citizenship and safety awards have their names
racorded on honour rolls in the hallways. Students who have written
really good stories are rewarded by being encouraged to read their
stories to the whole school over the public address system. Beryl has
made it clear to staff that they must send two good children to her for
every problem child sent. She said:

It's very, very sasy to get bogged down in doing just the

discipline things of the child who's misbehaved, whether it be

on the playground or in the classroom or around the school.

S0, unless you make a spacific effort to catch those others

with the positive ones, I don't think it happens; your day
disappears too fast.

Dealing with students in adaptation classes. Beryl said that having
spacial aducation classes at Suburbia made a significant additional
workload for her. Liaison with other schools and involvement with
bussing are initial, but not time-consuming, activities involved with
having classes catering to students from a number of schools. Ongoing
matters such as liaison with support personnel and parents, becoming
familiar with new tests, and handling additional discipline problems
caused by these children take much more of Beryli’s time and attention.

Researcher: What additional work does having Special Ed.

classes in a school make for a principal?

Beryl: There’s a lot more documentation and arranging for

testing of these children; there’'s more involvement with

support staff like therapists and psychologists, and with
parents, and that's the big area.
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Researcher: You implied, too, that these children constituted
a fair number of your discipline problems in this school, ~
Beryl: ‘es. There's no question that that group take ) larger
po'contaoo of time than their numbers warrant.

-1 have come across some new tests that are used with this
group of kids. We've got a very good Student Services team
here, so that a lot of that kind of thing is turned over to
them, but, of course, we have to interpret the results and use
them in terms of funding and al) of those kinds of things.

Innovator

"That's something that you play by ear . . . . I do a lot of
listening, a lot of looking.” Although Beryl knaw that changes were
necessary at Suburbia, she was careful that she gained staff confidence
and co-oparation rather than provoking confrontation. She said, "I like
to do a lot of innovative things with kids when I teach, and that's a
time-consuming thing.” 1 saw evidence of that philosophy extended to her
role hs principal.

That's something that you play by ear, in a sense, to see whan

people are ready for a change, and it goes back to that whole

idea of talking one on one with, say, three or four people and

than hoping their enthusiasm spreads out and envelops other

pacple.

Developing networks as described in the above quotation is one method
Beryl eamploys to get peopie ready for a change. A tactic used to get
teachers ready for changes in their teaching was to involve them in
developing budget priorities. Her early observations of children's work
and their pcor test results had indicated to her that changés were
needed.

I guess that being an innovator would show up in several areas.

I would hope it would show up in curriculum here now; I would

hope that it would start to show up in things that we do with

the kids,

Last year the staff at Suburbia had expended a great deal of time
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and effort in producing a new discipline policy., Beryl found that policy
too negative. She did not throw it out but asked that she be allowed to
try the "Beryl way" @s an intermadiate step. The "Baryl way" involves
counselling, and the rigid measures involved in last year’s policy have
had to be invoked only once since Beryl had her way,

Beryl has also initiated changes in the school's interaction with
parents., She involved them in the budget process and is insisting that

teachers keep parents aware of what thay are doing in their classes

through their newsletters.

High Priestess

Beryl said that she never saw herself in the role of high priestess.
However, I found considerable evidence to support the notion that Beryl,

an effactive principal, does really fill that role.

Before her arrival at Suburbia, the staff already knew of some of

her good work.

It was rather interesting, because before I came I don’t know
who had told them, but someone had indicated that I had baen
responsible for getting the math lab started at my last school.
They asked about the chances of looking at something like that
here? So there's a seed already there. Then they came and
asked if we could, in fact, go over and visit the math lab over
there, which we did last Thursday. They were actually amazed
at what we'd been able tc accomplish in a short period of time.
And of course there's a fairly large group that said, "Gee,
we'd really like to see something 1ike that put together."

Soon after her arrival at the school, Beryl made her expectations

known to staff at a staff meeting.

Although she makes an effort to be one of the staff, she is aware

that she has ultimate responsibility.



93

I guess there's a certain wall there in terms of the fact that

you ‘are ultimately responsible for the people, the kids, the

plant, a1l of those kinds of things, so that you can never

bacome “one of the gang” as part of the staff. ‘But I like to

try and do as many things as possible that I expect tham to do

along with them. That would be contributing to the potluck

lunches that we have, or whether it be the supervision

schodu?o. where I take my turn.

Her twin visions of a positive approach to children and high
expactations of their performance are clearly displayed and enunciated.
As has been described earlier, good work ie displayed and rewarded widely
and publicly throughout the school,

Like an effective high priestess, Beryl! believes in individuals in
her team having worthwhile contributions to make, She also seas the nead
for a cohasive core to set a direction for the school. "I have never
looked for total unanimity or whatever you want to think of it, because I
think people just have that many different ways of contributing, but I
think the core needs to be a cohesive thing,"

Beryl also said, "I let people know fairly quickly what I'm
thinking.” I see this as another attribute of a high priestess., The use
of a networking system to spread her enthusiasm to starf is further

svidence of Beryl as the High Priestess of Suburbia Elementary School.



Chapter ¢
Craig’s School, Broad Meadows

Getting to Know Craig and His School

I docided that one of the three o!cmonparv sqhnols in my study would
be in a rur&l setting. Craig was reacommended to me by one of his
colleagues as an effective principal with an interest in research, I
spoke to him on the telephons about my proposed rasearch and told him
that his colleague had recommended him to me. He agreed to meet with me
before deciding to participate in my research.

I met Craig for the first time in his office in February. This is
his first year at Broad Meadows. He had come from a large rural school
where he had been the assistant principal. Craig agreed to work with me.
He told me something about his school and took me on a guided tour of the
facilities. On my next visit to Broad Meadows I observed Craig at work
for some time and had another look at some of the facilities. This
completed stage one of my work with Craig, and by that time I had
gatherad the demographic data on the school.

The second stage of my contact with Craig commenced on my second
visit to his school. An intarview which lasted nearly two hours was
taped and later transcribed. I left a copy of the transcript with Craig
and returned some days later to confirm that the transcript was an
accurate record of our meeting, to clarify some issues arising from the
transcripi, and to allow Craig to provide further relevant information.
This meeting, which lasted approximately an hour, was also taped and
transcribed. Those two taped interviews provided me with the bulk of my

data on Craig’'s work at Broad Meadows.
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Stgdo three brought Craig together with Amy and Beryl for the first
time. 1In Beryl’s office at Suburbia we discussed the similarities and
differences between tho work of the three principa!s as told to me by
them of inferred by me from what they had told ﬁo.

Apart from the six formal meetings which 1 had with Craig, I Spoko
to him on the telephone on several occasions to arrange meetings and to
seek clarification on some issuaes raised during our meetings. I also met
with him socially on two occasions, Those meetings allowed us to get to
know more about each other in a relaxed atmosphere and, I think, assisted
us in developing mutual respect and a good working relationship.

The fourth and final stage of my involvement with Craig was to take
him a copy of the draft of this chapter and of the two chapters dealing
with the themes. He has agreed that 1 have portrayed an accurate view of
his school, his work, and his ideas. In all, I have met with Craig on
seven occasions. Including the time taken in telephone conversations and
in reading what I have written about him, Craig would have spent the
equivalent of four working days on this research. I faeel that he has
anjoyed the experience as much as I have appreciated his enthusiastic

co-operation.

The School
Size

Broad Meadows Elementary School has an enroliment of 188 students in
Kindergarten through Grade Six. Students belong to 115 families. Both
the principal and assistant principal teach 60% of the time. Of the 12
teaching staff, six work part time. Because Craig is a teaching

principal, I am classifying Broad Meadows as a small school.
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Setting

The school is set in a rural area a few kilometers away from the
nearest urban centre and some 30 kilometers from the centre of a large
city in Alberta. There are no shops within five kilometers of the
school. A1l but two children come to school by bus. Twenty percent of
the children's parents are farmers, and the other 80% live on acreages in
the area and commute to work. Tha school is in the path of a
high-voltage power line which is planned to go around three sides of the
school grounds. From the use made of the facilities, it is clear that

the school is the focal point of the community.

Enroiment Level

The school was built some 30 years ago and once caterad for students
from Kindargarten through Grade Nine. With only one class at each grade
level, the school is currently half empty. Several rooms have been
converted to spacialist purposes such as computer laboratory, science
laboratory, and art room.

At the time of my visits two rooms were being prepared to bacome a
County Retraining Program centre.

The junior high school to which Broad Meadows students transfer is
about to be closed, and new feeder boundaries have been drawn up,
necessitating another junior high’'s being designated as the one to which

the current students will transfer on leaving elemantary school.

i d 1 o
Craig believes that the area ganerally could be classified as middle

to upper socio-economic and educational levels. He said, "This is a
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suburban-rural, middle-class, upper-middie-class area. The parents are
generally very well educated. The SES variables here would be brotty
high, very demanding of the school and the programs."

The high cost of providing services to acreages preclude that
1ifestyle from low-income earners.

Most parents would be two-parent families here with a high

number of two-parent working families., What I find is that one

of the spouses is working for personal gratification, as a

break, or as a way to supplement the income for vacations, etc.

The parents are very active in fund raising for the school, and many
students take extended vacations with their families.

Students perform well above provincial average on provincial tests.

The above factors support Craig's contention regarding the

socio-aconomic lavel of the Broad Meadows community,

Stability

Despite low enroimants, Broad Meadows is a stable school. Many of
the parents once attended the school as students. A high percentage of
teachers has been at the school for many years. If there were an upturn
in the economy it is predicted that enrolments would increase as more of
the land which has been subdivided for acreages would be sold and

developed as permanent residences.

Part-Time Teachers

Six of the 12 teachers at Broad Meadows are part-time staff.
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Summary
Broad Meadows is a small, rura1, elemaentary school whose students

come from fanilies of middle- to upper-socio-economic and educationa)l
levels. Approximately half of the rooms are not permanently in use as

classrooms, There is a significant number of part-time teachers on the

staff.

graig’s Work
Instructional Leader

During his career as an elementary school teacher, Craig has taught
all elementary grades except Kindergarten. He has been seen as a most
effactive teacher. Such experience gives him an excellent background for
providing instructional leadership in his school.

Knowledge of children. Craig teaches language arts and math in one
class and art in another. This has helpad him to get to know two of the
seven classas at Broad Meadows well. He visits all classrooms frequently
so gets to know something about all children in the classroom situation.
He supervises children off the busses in the morning, takes part in
playground supervision, greets children in the hallways, and sometimes
“go[es] out and play[s] marbles with the kids." Therefore, Craig knows
the students well outside the classroom too.

Having a sound knowledge of provincial and system tests and results,
and through discussing student evaluation with staff, Craig has developed
a well-rounded knowledge of the children in the school. Student welfare
is central to all of his planning. He said, "We attempt to make staff
meetings as productive and student and learning centred as possible."”

Craiq’ S0 leadership. “The teachers here are very curriculum



driven, and if it works, great! If 1; might work I'11 try it, but if it
isn’t working I'm going to throw it out!" That quotation is a strong
indication that Craig is demonstrating sound educational leadership. He
has no intention of instituting change for change's sake. He lets staff
continue with pravious practices and will institute changs only if past
practice is evaluated as ineffactive,

"Fortunately, I've been able to teach from Grade One to Seven lave),
so I'm fairly aware of the curriculum,” Craig's knowledge of the
curriculum and his effective teaching serve as a good role mode) for
staff,

My teaching role is a two-edged sword., Staff recognize your

teaching workload. I think they appreciate the fact that you

understand what it is 1ike to have to teach the curriculum and

to engage in student evaluation; to participate in the spectrum

of student activities. In a way it enhances one’'s relationship

with siL4ff as they realize you are grappling with the same

concerns and challenges that they are, and that's a positiva.

It really croates a lot of late nights, attempting to be well

prepared, because you are visible. Staff are aware of what

you're doing in your classes. . . . Teaching is important,

because that keeps your focus. You have the same joys,

oxasperations, that teaching is a challenge, and I think it's a

Joint challenge between the tesaching and the administration.

Craig reads all correspondence that comes into the school, passes
curriculum matters on to staff members responsible for those areas, and
ensures that followup occurs at staff meetings or as appropriate. As
should any principal, Craig said, "We attempt to align school practices
with county policy and provincial programming.” Here again, his parsonal
knowledge of the curriculum, gained through his teaching experience,
gives him the opportunity tc display leadership in this most important
aspect of school organisation.

Delegation of instructional leadership. Craig said that “"because

the time allocations just aren’t there” he cannot provide release time
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for teachers to co-ordinate subjects across the school, However, there
are teachers rosponsib!e for qach curriculum area. Staff expertise is
tapped, and staff are involved and empowered in the curriculum areas.

The staff member responsible for that [subject] speaks of any

changes; curriculum concerns are brought up; challenge

concerns--challenge program concerns., We attempt to problem

solve; we arrange ad hoc conmittees of the existing staff to

then report back on any materials changes and recommendations

that thay have. . . . 50 we're attempting to be prroactive,

circulating materials: “What's your responsae? Then let's deal

with it as a collactive in tha meeting.” So we're attempting

in that way to come up with a curriculum consensus.

The sharing of the instructional leadership within the school is an
indication that Craig is not afraid to loosen the reins of leadership in
order to develop a more effective team approach in this vital area of the
school’s opaeration. Power given to the staff is confirmed when thay
bacame involved in budget decisions. "Staff recognise very well that
they have besen making decisions with regards to the language arts,

division one serijes."

Staff Developar

Staff development at Broad Meadows is a multifaceted process closely
intertwined with other processes such as instructional leadership, staff
supervision, student development, and communication.

A lot of it really has to become that [management by wandering
around]. A lot of it is on an ad hoc basis. As you see
something, depending upon the salience of it, you address it,
and staff appear quite open to that.
Staff rely on Craig’s expertise to help develop their assessment and
reporting skills. "I review with teachers how they are arriving at their

report card evaluations. Many times I have staff showing me samples of
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work: How would 1 judge this pioéo of work? What kinds of strategtes?
Should this go homa?”

Craig also said, "My perception of a leader is somebody who
ancourages people to grow.” This philosophy appears to bes in practice at
Broad Meadows. As discussed previously, staff are heavily involved in
the whole budget process of setting priorities and deciding on
allocations. Their active participation in staff meetings also provides

avenues for professional growth.

In terms of staff development, all staff meetings are
circulated on a rotational basis through all classroams. So
what happans, Learning Assistance, Kindergarten, Grade One,

+ + » 0ach month an assignad teacher takes the leadarship role
of sharing what's happening in their room, what the curriculum
areas are, any halp, any ideas, suggestions on materials,
evaluation ideas, etc. Can another class of students assist in
ensuring that some activity is broadened or enhanced? Thay
share student concarns. That can cover everything including
evaluation, discipline, homework, and parental reactions, or
ideas on how we can help each other., The goal is to foster
openness, the appreciation of what's happening in the room
right next to you or beyond. I think we have to encourage that
in Grades One to Six. Each area is unique, although we share
commonalities. Lot's develop the teamwork approach, staff
coaching esach other, and trying to assist each other in a
positive way. So staff development's involved in haightening
the awarenass of the resources that this school has, or that
other schools may have. So we're attempting to encourage a
real continuity.

The above gquotation is an excellent example of how Craig fosters staff
devalopment informally but in a well-planned manner.

Formal programs. Craig has encouraged his staff to think carefully
about their own profaessional growth.

We've attempted to implement a PGP program, a Professional

Growth Plan, this year. It's met with some enthusiasm and some

degree of apprehension, possibly because it's attempting to

have people formally define their professional and personal

goals for the year that they would 1ike to attempt risks in. I
think we're attempting to encourage staff to recognize that
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they do their bast learning, just as with kids, when we
attempt. Sometimes we succeed; recognizably, we may fail, and
it's great to fail. Then let's start again.

Craig encourages staff to take maximum advantage of opportunities
available for staff development. Each teacher is allowed two substitute
days per year. The school's staff development program is developed
logically,

As a system, we are driven by the board vision, by the system
goals and objectives, and that's articulated and
operationalized at a system level through the Central Office
thrust for the ongoing school year. The schools--thas school
principal and the staff--ares expected to collactively assess
where thaeir school is currently sitting with respact to those
goals and ses how one can attempt to enhance current practices
in & school. So it is collaborative. We have to submit that
early in the year, and we review that twice, three times during
the year with the staff: Are we reaching those goals?

Teachers are encouraged to participate in after-hours visits to other
schools. These mastings are organised at system level.

One encourages staff to engage in the system networking
opportunity at each grade level, which Central Office
suparvisors are attempting to coordinate. It's fostered at a
system level, which is excallent. It's something new. I think
it shows a lot of promise, bacause many times we're dealing
within a narrow focus, 1.d., just our own classroom, and by
being able to go out and talk with other staff and see, "Yes,
in my grade we share the same curriculum concarns, the same
student behavioral concerns, etc.” It allows people a chance
to bounce ideas off, clarify, and improve their own teaching,
and they also bring back feedback for the school. Other
olementaries are trying things. "Could it work here? Could we
try it?" I think that’s really important. This is totaily
after school, so it relies on no school budgets, which is
excellent,, because ours are so limited.

Craig also encourages his teachers to participate in staff

development sponsored by the Alberta Teachers' Association.
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Communicator

Craig places a heavy amphasis on the importance of effective
communication channolg in the work of the principal. He regrets that his
heavy teaching load restricts his ability to conmunicate with the tota)
population,

The time allocation is limited to perform the tasks and

expactations. S§o what it means is that wa circulate mamos, we

circulate curriculum changes, we ask staff to respond. . . .

One has to make a conscious effort, even when you're in class,

one has to try to balance between going out and playing marbles

with the kids at recess, which is what I'd like to do, as well

as going and having a cup of coffee with the staff and sharing
ideas and developing rapport there. One walks a balance

between both, so one alternates; one consciously attempts to

say, "Well, Monday, baginning of the week, ] better hit the

staff room first recess and havn a cup of coffee and find out

how the weekend went, how staff are doing.” Then the afternoon

I'11 go out and play marbles with the kids, and one has to

balance both., It's difficult enough just attempting to

communicate with the Assistant Principal; we rely on Post-It

notas on a chronic basis.,

I found evidence that Craig compensates for the lack of time during
the school day for communication by making himself available out of
school hours.

Visual communication. Visual communication plays an important part
in Craig’s role as principal. He learns from what he sees. Bafore he
implements any change he "does a lot of watching.” He has learned a lot
about the children's families from home visits and a tramendous amount
about what is happening in his school through frequent visits to
classrooms. Similarly, members of the school community, or visitors such
as I was, can learn a Tot about Craig from what can be seen around the
school. The school is well maintained, clean, tidy, and attractive. The
“thought for the day,"” the school motto, children’s good work, and

trophies attractively displayed announce to anyone walking into the foyer
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that here is a school which takes pride in achieving high standards in
all areas of its operation. ,
Oral communication. Craig is involved in, and encourages, a wealth
of oral communication in all areas of running the school. Ths forma)
school day commences with oral communication via the public address
system. This, through the "thought for the day,” generates further

discussion,

We use the PA on a morning basis. We introduce substitutes in
the morning, we introduce parent volunteers in the school,
special visitors, we provide information on the intramura)
program at lunchtime, reminders for parent-teacher interviews
or milk money or whatever is involved that day, pizza days or
hamburgar days or book fairs; those materials are announced as
well as the thought for the day, which is usually something
positive and upbaat, and then the kids and the teachers talk
about it in the morning. So we're attempting to utilize that,
which provides not only staff focus, student focus, keeps the
paperwork to a minimum, and we keep the records here in the
office. It’'s an announcament record book.

Craig Vikes to get to know his total community well and finds that
this entails talking to everyone officially and ynofficially whanever
occasions arise or by making an effort to ensure that such discussions
occur. He talks to children whenever he seas them throughout the day.
He talks with staff socially as well as professionally and, through
meeting procedures established, ensures that staff interact orally on the
total range of the school’'s activities. If a matter arises which
concerns several staff, Craig will call impromptu meetings.

If there is an amergent concern that cannot wait til)] staff

meeting or an informal comment, and if it involves more than

one or two staff members, then we will call a quick recess

meeting, and we will inform staff of what's up, whatever the

situation is. Again, in a school this size, many times that

appears to be quite effective.,

Craig talks with parents at school, on social occasions, or when he

meats them in shopping centres, and either makes home visits or nighttime
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telephone calls if this sesms necessary to contact parents. He plans
parent meetings with the parents and participqtns in their meetings., He
is also involved in mestings with his colleagues in other schools and has
the usual telephone and personal contact with central office personne).
In this rural setting he bacaomes involved, too, with organisations which
use the facilities after school hours. Craig even finds himself involved
in disputas between bus drivers.

Parents are concerned, "Well, there's a birthday party. 1'd

1ike Johnny to go home on another bus.” That causes concerns:

You're running things by bus drivers, keeping them informed.

Is there a nota? Oh, my goodness. One is involved in

conflicts between bus drivers, which is really interesting,

too, where bus drivars are having conflicts, and there are

attempts to draw you into it as a principal, as if you wished

to be the mediator in somathing which is really bayond your
control,

Writton communication. Craig sees written communication as essential
in running his school. Such communication ranges from Post-It notes,
which they raly on "on a chronic basis,” to the regular newsletters which
he writes in conjunction with his assistant principal. Much of his
formal communication with staff “relies on computer memos.” He produces
written agendas for staff meetings.

He writes "letters home to parents explaining the need for bus route
revisions and the effective dates for the revisions to take place."”

Craig stressed the value that the school community places on the monthly
newsletter which goes out from the school.

Craig: We have a Broad Meadows Parent Association newsletter,

which comes out on a regular basis. We also have an Early

Childhood Services newsletter, which goes out on a monthly

basis. We also have a school general nawsletter, which goes

out on a monthly basis. The Broad Meadows general newsletter

is very, very comprehensive. We sre sending it out once &

month due to budget and the extensive expense in terms of

photocopying, etc. It's between three and four pages long.
Parents anxiously wait for it the second-last school day of the
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month, and if it doesn't go home, there is a phone call saying,
"Hey, he didn‘t bring it home again. Could you please remind
him?" It includes a calendar, and it’'s usually put on people’s
fridges at home. Or at least, that's the reports I have heard.
Researchar: What's your involvement in the production of it?
Craig: 1l do it. :

Researcher: You write it?

Craig: I write it, right. I write the school newsletter., I
type it up, draft it, and then run it by the Assistant
Principal. He provides titles, any other ideas, we than sit
down and revise it again,

As he sees staff evaluation as a necessity, ha is particular that

all evidence is provided appropriately in writing to the particular staff
mamper,

Craig: The policy draft that is in review right now will
involve giving all anecdotal notes, records, tapes to the
teachar., Anecdotal records and any school file retained by the
administration must be shared with that staff member. Thay
have access to whatever is in their file, so it cannot be an
anecdotal approach unless they also receive a copy of that
anecdotal comment.

Researcher: How does the staff here react to your supervision
of them?

Craig: Things appear to be quite positive. I think we're
attempting to be very positive, constructive, and appreciative
of the good things that are happening. 1 keep anecdotal
records of areas where staff make contributione that I am awara
of. I then draft a latter acknowledging some of the things
that I am aware of and my appreciation for their involvement in
developing puppat plays and sharing it with the staff or with
students, attempting to provide the positive feedback. Staff
receive a copy of that, they acknowledge receipt, they’'re able
to respond and add further comments. I place it in their file.

Business Manager

The inadequacy of rasources available to small ::hools was one of
the major themes which ran through my discussions with Craig.

Craig: Actually, economy of scale: When so much of the
educational environment is driven by studant enrolment, that
dictates your administrative time, your counsellor time, your
clerical support time, your instructional staff allocation,
your library clerk time. Those kinds of factors are so driven,
and, of course, your budget, are all driven by the enroiment.
One is attempting to provide the same educational experiences,



thu same’ spoctrum of studont Ioarning opportunitios with
limited resources to accomplish it. =

Resesarcher: So you ses it limiting the range of programs you
clﬂ'cff.r? v n : I -
Craig: "To a degree, yes, it does. One taps staff resources
and community volunteers to a high degree due to the lack of
staff and in-school resources that are available. One attempts
to prioritize areas with staff interests and willingness to
contribute, so they are mutually compatible, . . . The
resources are much morn limited; it's driven by student
numbers. Staff development funds are limited. . . . Obviously,
smaller schools, economy of scale; we can only attempt 8o much
and attempt to be successful at it. . . . Our secretarial time
is very limited., It's a full-time position, but she does the
books, she handles the phone, she does ths school information
gystem, student information system, and the SIS computer input.
She's extremely taxed. She handles all the student runny noses
if the administration aren't here. We're attempting to provide
as much support to each other as possible,

Craig: It really limits the depth and scope of
administrative-task operationalization. We're attempting to
meet as many needs within that reality. And there's not really
a ot that one can do. Contral Office is aware, is attempting
to provide some assistance for ner®. )-ar, and they are
providing limited assistance this ye.:.

Researcher: I presume you're funded on a par-capita, just
enroiment basis, regardless of the size of your school. Is
there any waighting for the small schools? Do they get more
per head than the large schools?

Craig: No, no. The funding is the sama; the formula for times
is identical, irrespective of the school. But thay have
astablishaed a minimum point seven five time for admin. Al
other times are totally triggered by enrolment. . . . We have
to write and request additional funding for textbooks.
Especially when new curriculum thrusts are taking place, we
have to go into funding agreements with Central Office and cost
share. Otherwise we are not able to meet our obligations.
Researcher: There are a couple of new curricula in the
pipeline this year?

Craig: Music and language arts.

Researcher: And social is coming up next year?

Craig: And social is coming up, yes. In fact, some of our
teachers have just attended a course. Those are real concerns,
bacause the language arts sits here right beside my desk. It's
forty-one hundred for language arts and forty-four hundred for
music. Those are required text materials to operationalize the
program. On our budget allocation we could purchase one of
those series, but we couldn’'t fund the others without having
the assistance of Central Office. That does not preclude the
ability to replace existing lab materials or consumable
resources in the school. So, to meet next year's needs, we'd
be looking at appr~ximately twelve thousand dollars to meet our
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curriculum needs. The consumables come out of our--if it is
Learning Resource Distribution Centre text materials, that
comas out of the Student Learning Resource fee, which is
approximately four thousand. That's where we are, in theory,
supposed to be buying our textbooks, so we're in a ssrious
deficit there.

The preceding quotations are some of the comments made by Craig

which clearly express his concern that small schools are inadequately

resourced,
Despite the very limited flexibility in the Broad Meadows budget,

Craig involved the staff in deciding how funds available would be
committed. It would seem that this was the first timae the staff had had
such an input and that they gained a better understanding of the budget

process as a result,

] sat down and just drafted the existing costs, what last
year's costs were, looked at what areas were in the red, in the
black, and then attempted to look at past cost increase, broke
it down, took those areas that cannot be touched as they
are--student desk srant, or it's a capital equipment grant or a
non-capital equipment grant or a telephone subsidy, etc. After
taking those items and fi11ing them in, staff received a copy
of the budget at staff meeting. We reviewed how the budget had
been arrived at. A number of staff were not aware of how the
funds were actually created. We explainaed it and reviewed
those areas where we have flexibility, and staff did provide
some suggestions. Staff recognize that they have bsen making
decisions with regards to the language arts, division one
sarias. They’'ve made recommendations with regards to music
series, they make recommendations with regards to science
materials, science consumables, obsolete books, text
replacament. We consolidated that, and staff had the
opportunity to provide priorities within the budgeting process.
I found staff gained an awareness of how limited the funds are,
:nd Iithink that led to staff looking at the quality of the
ecision.

Craig further commented that elementary schools were at a disadvantage
when compared with secondary schools.

The Elementary Principals’ Association has made presentations

in the past with respect to the budget needs of the elementary

schools, as the secondary principals have received through
Alberta Education a grant through the Learning Resource
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Distribution Centre in the form of a credit towards purchasing
materials.’ We do not have a grant; therefore, we have serious
problcms at tho o1onontary level,

I gained tho 1mprossion that Craig’'s favourite task was not managing

finances at Broad Meadows.

Eacilities Manager
As al] but two of the children attending Broad Meadows Elementary

School travel on school busses, 1 am including the principal's
involvemant in bussing as a part of facilities management.

Buildings manager. Craig sees tha repairs and maintenance aspact of
his job as being necessary but not obtrusive on his real work as
principal. He tries to ensure that all problems are noted bafore the
commencement of the school year and then handles other problems as they
arise. The 30-year-old buildings appear to be in a vary good state of
repair.

As an administrative team, one is aware of the state, the
condition of the building. One generally doas not have time
during the day to be really concerned about the building. One
deals with problems such as leaky pipes, water coming through
the roof, plugged sewer linas, elaectrical plug-ins in the
parking lot not working, on an emergent basis. Those
situations, they happen. With regards to facilities on an
ongoing basis, we have attempted to incorporate a comprehensive
review early in the school year, and we then genarate work
requests from the entire building at that point in time,
keeping in mind the Building Quality Restoration Plan for
government submission, looking at areas which are facilities
budget requests, which items can be fixed, repaired, on the
weekly facilities craow’s visits, and then we submit those and
then deal with other areas along the way as they crop up.

With only half of the classrooms used as permanent class bases,

timetabling facilities for use during school time is no problem.
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As a former elementary-junior high hera, we have a small
enroiment, We have a8 lot of time to utilize tha gymnasium;
it's not booked a ot of the day. The computer room, there's
lots of time periocds available there. Staff inform the
secretary, and then it's just forwarded to us.

The facilities are heavily booked for community use out of schoo!
hours. However, as bookings are arranged centrally, Craig has to become
involved only if there is a problem. Needless to say, he has

considerable interaction with users, as many are parents of students at

the school,

Craig: With regards to after-hours bookings, that is handled
through the Facilities Departmant. Thare is a county booking
clerk, and external agencies are able to contact the clerk and
book and pay the requisite fees. I do not become involved
unless it coincides with a spacial function. The school takes
priority for the use of the gymnasium or some facet of the
building. We attempt to provide any booking groups with at
least two week’'s notice, unless it is an emergency, and that
has only happened once here so far, where a group has baen
bumped. The Facilities Department will attempt to reschedule
them., If you look at this time here for March, we are booked
quite a number of days, and it works quite well.

Researcher: You're quite happy with them doing the booking?
Craig: VYes, It's another job that I'm just as glad we don't
have to look after. If there is a problem with a particular
group, then I become aware of it. It's reviewed with the
booking clerk, the custodian, who is the supervisor during that
time, and if need be I will address concerns with the
association president for that booking group. So it works out

pretty well.

Bussing. Although the bulk of the bussing is organised centrally,
Craig is heavily involved in the day-to-day matters related to having
most of his children coming to school by bus.

Craig: Bussing is a wonderful joy [sarcasm] in a rural
setting. It causes a tremendous amount of challenge. While
bus routes for elementary students, excluding the Early
Childhood Services, are developed by Student Transportation
Services, which is Central Office directed, one deals a
tremendous amount with student discipline problems; one becomes
very aware of differing bus driver expectations and approaches
to student discipline and school“community relations and
parent-student interaction; interpersonal skills become pretty
crucial. One does some firefighting in that area. Actually,
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soetting. o - E o o

" The seven busses here tie up with other schools. They
feed up with a8 number of junior highs in the area and transfer
points in the city, including one of the high schools, so we do
foed in on a number of various routes. For example, in the
morning wo have a8 number of junior high students that are
dropped off here and then wait for their bus, which involves
supervision as well to some degree. One also, then, has
problams that when they get off the bus, they decide it's time
to go for a smoke behind the skating rink shack, so you have to
address some of those concerns and forward that on to one of
the junior high principals. So bussing is a lot of work.

In the Early Childhood Services program vou, as principal,
the ECS teacher, and the ECS parent volunteer transportation
co-ordinator become intimately involved in the various Range
Roads and where the kindergarten bus ran turn around and whose
yard they can back up into without having a concern and
circling areas and trying to reduca dead miles. No one gets

- paid for dead miles, so it becomes a major task attempting to

Staf

come up with a bus route that gets students home in a time
period when a babysitter is available to ook aftar them.
Rosearcher: So you're involved, then, in the development and
ravision of bus routes?

Craig: VYes. In fact, we're also consulted on the existing
Grade One to Six bus routes. For oxample, you have students
with severe health problems. That involves reviewing with one
of the bus drivers the nead for changa, running it through the
Bus Transportation Supervisor at Central Office, distributing
letters home to parents explaining the need for bus route
ravisions and the effective date for the revision to take
place. You not only have those kinds of things, but you've
also got students that sometimes miss the bus. Thay tihink
they're going to be getting a ride home, they forget thair
notes, so you wind up having phone calls being made, or
students getting lost on the bus with the smaller kids, or
taking their bus number on their little lapel and going out
with them and making sure thay make it to the bus, making sure
that they're comfortable.

sOr

"

Craig expressed concerns raegarding his ability to carry out teacher

evaluation adequately within the time available to him, despite sharing

the task equally with his assistant principal. As he takes this

important aspect of his work very seriously, it is understandable that

not meeting his deadlines in this matter really worries him,
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Researcher: Craig, you mentioned a problem‘with regard to
staff supervision. I'm not sure whether you're saying it's a
problem to get the time to do it or whothar it's some other
problem that you see.

Craig: It is a time problem; it's a time problem. I've
informed Central Office in September of the concern, as I
requested additional admin. time to be able to work on it, as !
would have anticipated being in the rooms by October thirtieth
and would have been in four times before the end of the year.
That has not taken place.

Researcher: That's four official visits?

Craig: Four official visits, right; four written-up visits,

Formal suparvision. Craig described his jurisdiction’s official

policy on teacher appraisal thus:

Craig: There are system directives that it's to be on an
ongoing growth process cycle of the Part One Evaluation, which
stays in the school, and a Part Two Evaluation, which is
forwarded to Central Office. VYas, it has been a problem with
regard to staff supervision, and I am not so pleased with that.
There are a numbar of ways to get around that problem. As it
is a Part One-Part Two cycle, it is possible to have a
long-range unit and daily plan review and examine the areas of
extracurricular activities to constitute your Part One
Evaluation. And then your Part Two, or your second-year cycle
evaluation, you then engage in the actual classroom observation
cycla. And that is in essence what one has to do here. As the
implementation cycle with the county plan has been revised, we
have a schedule of a number of staff that must be evaluated
this year, and a Part Two submitted. The Part One of the
evaluation, therefore, hasn't been a problem, but Part Two is,
trying to access time, espacially when with the overlap the
Assistant Principal and myself are unable to many times cover
classas, as we're both teaching sixty percent of the time.
Researcher: Do you delegate some of your staff supervision to
your Assistant Principal?

Craig: VYes. We will be splitting that fifty percent. . . .
The system has developed an ongoing model with an
every-two-year transmission of a formal report to Central
Office. We do keep formal reports within the school of the
Part One, and the teacher receives the Part One and Part Two
appraisal forms, the originals. Part One and Two copies are
maintained by the principal, and a Part Two copy is submitted
to Central Office. Again, time is very limited.

Some formal supervision may be triggered by something Craig sees

while he moves around the school.
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A lot of it [staff supervision] really has to become that
[management by wandering around]. A lot of it is on an ad hoc
basis. As you see something vou address it, and staff appear
quite open to that. . . . Depending on the severity or the
salience of the concern, it would be addressed as soon ag is
posgsible. If it's severe, ! would put it in a memo format:
"Please maet with me with respact to such-and-such,” And then
we would have to draw something up.

As already mentioned, Craig explained that any anecdota) records of
such intervention need to be kept, with the original going to the teacher
concernad.

Informal supervision. Mention has already been made of Craig's
informal supervision as he walks around the classroom. His insistence
that each staff member draw up a professional growth plan is an
indication that he is asking them to identify their own deficiencies and
take appropriate action. Teachers' work throughout the year is
supported, checked, and discussed individually and in groups.

A1l long-range plans, yearly plans, are examined by the

administration. We raview them individually and meet with

staff members, review any concerns, examine the evaluation

strategies, the curriculum resources, all available as to

whether the materials are aligned with the provincial program

of studies. That is required by September thirtieth. We have

division meetings, 1.e., kindergarten, one to three, prior to

each reporting period; four to six as well, division two. We

have a lot of informal meetings here.

Part-time_gtaff. Craig intimated that supervision of part-time
teachers can be difficult to organise. "Being a small school with twelve
staff, and six are part time ranging from point three to point seven, it
oftentimes becomes quite difficult to coordinate everyone's attendance

except at staff meeting days and on division meeting times."
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From my discussions with Craig it became obvious that there is a

vitality in the relations betwean Broad Msadows schqol and its community.

Parental responsibilities. Parents have developed a co~operative

approach regarding discipline, and Craig believes that this is working

well,

I've found parents very supportive. Students know that parents
are in the school on a regular basis, or they ses you at the
local Safeway stors, the students know that parents say, "How's
my son doing? Has he bean in your office yet this year?" And
if it's yes, they say, "Great! I'11 come in and see you next
week., We'd better iron this out.” There is an ownership:
Students are aware that their parents have a rapport. The
attitude towards administration is quite positive,

There is an active parent association which acts in an advisory and

fund-raising capacity.

With regards to the Parent-Teacher Association, we have the
Broad Meadows Parent Group, which is a registered society, and
the Association is active in securing funds for computers or,
in the case of the playground, they provided a tremendous
amount of money to replace existing playground apparatus. I
attend the meetings there, and, again, it is advisory as per
the new School Advisory Council in the new School Act.

Craig feels that through an "evolutionary process” the parent group will
want to develop more than an advisory role. At present parents
contribute greatly by assisting in the classrooms.

There is a tremendous amount of parent volunteer work. We
retain a Volunteer Parent Log in the General Office. There's a
lot of involvement there. But, again, as I'm sure it is in a
number of schools, the economic realities of society are
impacting on the number of people that are able to participate.
We have a core group of volunteers--approximately twenty-five
or thirty parents. They’'re in on a regular basis, and that is
in addition to those parents that contribute in the ECS program
on a rotational basis with snacks and volunteering there. We
have another thirty that volunteer here regularly,

Apart from one parent who showed some interest in extending work

with the track team, until she found out how much work was involved,
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there has been no indication that parents want to become involved in the
school's curriculum,

Craig feels that some of tim external 1ssu§s involving thi school of
recent months may have generated more thdn normal parent interest in the
school,

I would say parent involvement is vigorous as emargent issues
develop, whether it be the Energy Resources Conservation Board
and the powerline issue, whather it be the proposed dump site
of last year by the city, whether it be a change of junior high
boundaries, which Broad Meadows is a feeder school for. Those
kinds of issues generate a tremendous amount of parent activity
and involvement in short order.

Parents as partners in education.

In terms of vision, our vision really is our logo: “"Together
We Are Strong.” 1In fact, it's even highlighted in the Parent
Association newsletter, but the parents have said--and I'1]
Just find it hera: "I cannot stress enough that your
commitment and involvement in things that concern you and your
family are vital to the continued wall-baing of our schoo).
Remember: 'Together We Are Strong’' s not just a logo; it’s a
fact.” And that's through our Parent Association, and staff
played a tremendous role in that logo, and there is that
appreciation,

The above sentiment expresses the bonds between community and school
which 1 sensed during my visits to Broad Meadows and my discussions with
Craig. Mention has already been made regarding parent fund raising,
volunteer work in the classrooms, and co-operation when discipline
problems arise. The Early Childhood Services Local Advisory Committee is
heavily involved with the young children in the program. When parents
take their children on extended holidays they ask whether they can tie
something educational into their program.

We've got a lot of kids who are leaving today to Hawaii and

Mexico; there are kids going all over the place. We've got a

high number of students going on extended vacation periods.
The parents contact us, they acknowledge the intent to go, and
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how could they make it an educational trip? And the parents
are helping the kids with photographs. Photographs are going
to be in a number of roomsg aftor Spring Break,

Because of such trips and the general home environment, Craig claims that
the children come to school "experientially enriched.” He also believes

that parent expectations of the school are high.

In the area that I know of the expectations and demands, that
the school should provide resources that the students are
expected to be successful, that the remediation and assistance
be provided if necessary, There's a real emphasis on academics
here. 1 don't know whether that's so unique to a rural setting
or to this setting. I would say in this neighbourhood,
economically parants value the educational experience,

Craig does not expact a one-way partnarship. He welcomes parents in
the school but also is prapared to make home visits, accept telephone
calls at night, and discuss matters with parents whenever he meets them,

I am available and accaessible as much as I can be, recognizing
that I teach sixty percent. What it involves is that there are
a number of phone calls at home after the instructional day,
and that's fine. If one is not available, then one is
squalching the accass; ona has to be flexible and amenable.

He clearly balieves that a team approach is the approach most beneficial

for children,

The parents are receptive and open. The Parent Association
president and the executive are in and out of the school on a
regular basis, almost daily. They volunteer in the school.
Any concerns, any comments are broached with me. We sit down
together and plan parent meetings; we develop a joint agenda.
The feedback is positive. It is a team approach, and that's
not only with the parents, but also with staff. It’'s
attempting to develop that sense of community that I think
focuses and benefits the kids.

Doalings with the wider community. Being the centre of a rural

community some distance from the suburbs, Broad Meadows has become

somaething of a community centra.

The school is a community centre. The number of community
meetings, the school grounds are used extensively by various
groups. We have various baseball teams that use the diamonds
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here; the skating rink is used regularly by various groups; our
gymnasium is used by the Broad Meadows Square Dancers; we have
the various choir groups in the area that utilize the '
facilities. Broad Meadows as a community is caught up in the
Broad Meadows School plant. You wind up being drawn into
activities. You wind up being invited to square dancing here;
you wind up baing invited to--"We're having baseball; do you
1ike to play?” These kinds of things have a tremandous
carryover towards the relationships with the parents and the
kids as an entirety here, which is great. There's a lot of
positive ralationships here.

The above quotation demonstrates how a principal can easily becoms
really involved in such a community.

The integrity of the school is paramount to a Tot of the

parents hare, as thay’ve also attended this school at one point

in time. It's an acreage community that really appreciates our

rural school setting near to a suburban area.
That quotation goes part way to giving a reason for parent and community
commitment to the school. The community centre concept has attracted
further interest in using the school facilities.

1 was approached in February as to whether we would be

receptive here to having the County Retraining Program

operating in the school. In tarms of the school utilization

factor that's a boon to our longevity, raducing the cost to the

system. I view that as a positive use of our rural school, and

it would also have spinoff with regards to after-hours use, in

other words, maximizing the rural school setting by encouraging

after-hours use in the community, as well as through municipal
and corporate staff.

Student Developer

Student needs are at the forafront of al) of Craig's concerns. His
afforts are concentrated on improving the quality of education and care
of the students at Broad Meadows.

Students as individyals. Craig's claim that he needs to "go out and
play marbles with the kids" is solid evideance that he sees a need to get

to know children socially and for them to get to know him. Mention has
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already been made of the fact that he makes home visits to discuss
problems with individual children and that he discusses children with
parents whanever ha meats them. The school has a counsellor point five
time. This ensures that counselling for individual students’' problems is
available on a planned basis., Problems which arise in the counsellor's
absence are handled by Craig or his assistant principal.

Teaching two classes and visiting all classes frequently, Craig gets
to know his students academically., He has high expectations of students
and balieves that students have high expactations of teachers.

The number of students heres that go away and have been on

extended field trips is extansive; the number of times students

have pictures and photos and stories and things to share from

trips, etc. The students have expactations of the staff as

well. It's almost a shared expactation.

Craig is not satisfied if students are just working to potential.

He likes to see them really extended. "I don’t feel comfortable with the
idea of, are they meaeting their abilities or capacity? 1 think we always
have to keep pushing for, Can they go beyond? Can they stretch? I think
they can, and they are.”

Craig’s concern for student well-being is emphasized by his
involvement in bussing. Earlier mention has been made of the fact that
he seeks route alterations to suit the medical needs of students, looks
after children who have not brought notes regarding change of bus to
attend parties and the 1ike, and meets busses in the morning. He said
that it is important "with the smaller kids . . . making sure they make
it to the bus, making sure that they’re comfortsble."

Evaluation of students. “Fortunately, I've been able to teach from
the Grade One to Seven level, so I am fairly aware of the curriculum and

the evaluation strategies.” Again, Craig's experiences as a teacher
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stand him in good stead as s principal. Knowing evaluation strategies at
all elementary levels puts him in a position where he can fee)
comfortable advising staff, and teachers fes)! that he has the knowledge
and experience to help them. Craig described his involvement in student

evaluation as follows:

Teaching sixty percent of the time I'm directly invelved in
evaluating students that ] instruct, but I'm also reviewing on
a regular basis the student achievement for ths reporting
pericds, for the interim reports, which are batween each
reporting period. I'm also involved in the Pupil Services
recommendations for learning assistance, counselling. With
regards to student evaluation, then, the reporting and
evaluation strategies are examined. . . . Teachars are
encouraged to keep student files with work samples. It's an
ongoing process. It also is another part of tha staff meeting
agenda--student concerns and behavioral concerns--so we attempt
to deal with students and the behavioral problems if there are
ants;",1 receiving feaedback from staff at the staff meetings on

both aresas.

Craig is well aware of how his children stand provincially, but as
described previously, he is not complacent about their parformarce and
expacts students to be "stretched."

We are above provincial average in al)l dimensions and have been
aver since the provincial achievement tests have been
impiemented. I think they're performing--well, I know--they
are performing well above provincial average, generally above
system average, as well, The aptitudes and abilities appear to
be very high on the standardized testing procedures that are in
place with C-CAT and various other options. . . . There is a
real emphasis on student achievement and building the
self-asteem to parform well,

Craig mentioned that when teachers' long-range, yearly plans are
examined by the administration, they "examine the evaluation strategies."

Valying the worth of students.

I think one attempts to develop a rapport with staff, an

appreciation for each other’'s strengths and weaknesses, and

acceptance that the bottom line is we're here for kids, and

let's do the best that we can possibily can.

Craig's belief that "we're here for kids" clearly demonstrates that he
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values the worth of students, He bothers to go out and play with them at
recess time. Evidence of his rewarding good work is clearly visible in
the sghool 1qbby. The school's discipIing policy is further sound
evidence that Crajg holds children in high regard.

We're operating on a mode) of logical consequences, so there

are no surprises; it's not an arbitrary school behaviour

management policy, It is predictable. It respects the dignity

of the student and attempts to encourage problem solving and
taking ownership for their behaviour.

Thought for the day. It seems to me that "the thought for the day,"”
given over the public address system first thing in the morning, should
be a valuable vehicle for student development. Thinking about, and
discussing, morals, fables, or the like halp children think about their
own ideas and actions. The thought for the day also provides a common

"focus for children” in the school.

Innovator
Craig is judiciously cautious in his approach to change, especially
in this, his first year at Broad Meadows.

Really, your first year in a new administrative setting, one
does a lot of watching, waiting, attempting to appreciate why
things are the way they are, why certain routines and
procedures have taken place. Wholesale change I think is not
feasible. It's not so much the rapidity of the change; it's
the stability that the change will bring over time, and
hopefully the enhanced rewards., So I think the first year
staff look with some degree of caution, apprehension, as to
whether things will be turned upside down.

In describing his approach to innovation, Craig uses the farming
analogy of planting ideas and trickle feeding them and marketing them.

In terms of innovation, I would see my role as attempting to
assess where staff are at in terms of professional growth; in
terms of their philosophy of teaching; and attempting to

recognize their strengths and talents. I encourage staff to
engage in self-appraisal; having them see their buy-in in the
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school existence, in the school's current status. I think in
terms of being an’ 1nnovator, one is attempting to examine here
what ‘current practices are. ~What areas do staff fee! can be
improved? ' In terms of management of change, one simply adjusts
from being ‘reactive in attempting to be proactivo. One almost
has to view things within the approach of a trickle theory of
changs, attempting to plant ideas, to market change, to
highlight the benefits for kids and for staff members
themselves. Attempting to encourage not so much working
harder, although it often seems like that, but attempting to
work smarter, trying to refine what exists. I see
administration reflecting a state of flux in the sense that the
administrative ideal has changed and is changing: A
benevolent dictator of sorts I don't see as getting the buy-in,
the productivity, the self-gsatisfaction for staff. I elect to
empower staff. . . . Change for the sake of change is a waste
of time and really very ineffective in utilizing scarce
resources.

To be anacted, the above philosophy requires the principal to have
developed communication systems to allow it to happen. As described in a
previous section of this chapter, iraig has developed appropriate
communication channels and networks.

Although Craig has expressed caution in regard to implementation of
change, I found evidence of his innovations in three significant areas.
Staff were really involved in the budgetary process for the first time.
Staff development has baen raised in teachers' minds by his encouragement
of their working out a personal professional development plan and of
their attendance at system-sponsored visits to other schools. He has
revised the discipline policy to encourage a more positive and

co-operative approach in this matter.

High Priest
Craig had not thought about himself as a high priest. However, his

thoughts on the matter, as expressed to me, other things that he said

during our meetings, and things that 1 saw at Broad Meadows led me to
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believe that he does, in fact, fit Sergiovanni's (1984) picture of the

principal as high priest,

I view my role pretty much on the line of a coach, and I do not
come from a physical education background, not at all. ‘I view
my role as attempting to not rely on position of authority,
more so on knowledge and expertise with the curriculum, with an
awareness of strategies, and I attempt to work on a coaching
model. My perception of a leader is somebody who encourages
people to grow, but I'm probably more along the Confucius line,
A leader is someone who leads, but the followers begin to feel
that they also lead. I guess that's my approach. It is not a
position of power but more knowledge and referent authority in
a coaching-collegial model. In terms of keeping the vision
alive, I think the vision is the effective school's model and
the effective school's research, which drives this system and
which is continually encouraging greater and greater levels of
staff involvement. Staff are involved in the development of
the school goals, objectives, and in helping to devise the
criteria for what is being successful, and how to improve.

I found much evidence of the visions of high expectations and team
work in practice at Broad Meadows. Students' good work is praised and
displayed; for specific meritable actions teachers recesive written
commendations which can be included in their files; and also, as reported
earlier, parents and students have high expectations of thes school.
Throughout our discussions, Craig emphasised many things which encourage
a joint effort to assist children.

I think we have to encourage that Grade One to Six, each area

is unique, but we share commonalities; let's develop that

teamwork approach, the coaching, really, staff coaching each

other and trying to assist each other in a positive way. So

staff development’s involved there in heightening the awareness

of the resources that this school has, or that other schools

may have. So we're attempting to encourage continuity,

The school logo, "Together We Are Strong,” exemplifies the expressed
Joint vision held by parents and staff and is strongly fostered by Craig.
"We're here for the kids,"” he said. He spoke of his teaching role as
presenting a "joint challenge” between teaching and administration ard as

maintaining "a focus” on the main reason for having schools, that is,
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toaching studonts. Craio suggosted that paronts nood to havo confidencc
in a principal bofore thoy discuss such mattors as school vision _

Paronts get to know you; they’ ra familiar with you as an 1ndividua1. and

they come in and they talk to you about the school vision, where tho

school's at,”



_ Chapter 7 | |
Similarities Batwean Principals’ Tasks

Analysis of thg data gathorqd from the throq'princinIS ghoys that
the similarities bo;woon thpir tasks greatly outwoigh the differences.
This is in agreement with what the principals stated during individual

interviews:

Amy: No, I don’t think you need a different set of skills [to
run a school in a djfforent environment].

Baryl: I don’t think the job is really any different [from
being principal in another school] in many ways.

Craig (first interview): The jobs, the tasks really are very
much the same as in any other elemantary school in [this
Jurisdiction).,

Craig (second interview): I think in many ways we're trying to
do the same thing, i.e., meat the needs of students.

Organisation of This Chapter

I have looked at each of the themes, and, in some cases, the
categories within those themes, and 1llustrated similarities with minima)
comment from me and, on average, two of the most salient, ralevant
quotations from each of the participants. I have done this to reprasent
their views of reality as accurately, and in as unbiased a fashion, as
possibla.

I found three overarching themes: the central place of students in
each of the participant's thoughts, the nead for a plethora of
communicatons--visual, oral, and written--in the 1ife of an effective
principal, and the bringing together of all strands of a principal's

activities in compiling the school budget. Howaver, I falt that any

attempt to analyse data along those simplistic lines would be confusing.

124
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Therefore, I am presenting the data under the 1p‘thgﬁgs and c#;qjqrios
which were used in describing the Qork of the 1hd1v1dﬁ§1 brinéiﬁjls in
the preceding chapters.

Where a similarity has not clearly belonged to one specific
category--and this was often the case regarding staff development and
staff supervision--1 chose what I thought to be the one most appropriate
place in which to include the matter in an attempt to avoid unnecessary
repetition and duplication,

The bulk of the data used in this chapter was gathered from the

individual interviews, but some is taken from the group interview.

Analysis of Similarities
Instructional Loader
Knowledae_of children. Each of the participants makes a genuine

affort to get to know individual children's educational needs.

Amy: We have some very talented children in music, in theatre,
and tha teachers have bean very attentive to their needs.

Amy: In terms of kids, avery day I go into every classroom,
and I spend anywhere from five minutes to three quarters of an
hour . . . but I try to talk to kids.

Beryl: I'm seeing kids who can read and who can write and who
can produce.

Beryl: "You go to the staffroom today; I'm going to take your
suparvision for you,” and just go out and be with the kids.

Craig: I’'11 go out and play marbles with the kids.

Craig: With the smaller kids . . . making sure they make it to
the bus, making sure that they’re comfortable.

Ihe principal’s own leadarship. Each of the participants displayed

a sound knowledge of the curriculum and strong leadership in this area.

This would be, in part, because each had extensive teaching exparience in
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most o)omongary gradeg, N
Amy: I'm very strong in the language arts area, and we've come
such a Tong way.

Amy: They inservice the principals as to what is expected:
What resources are expected? How do you observe the qualities
of a good music program? And so that in terms of curriculum
leadership, I can be supportive in that area in terms of
rasources, going in to observe a teacher and what's happening
in the.classroom. It's the same with social studies.

Beryl: 1 think that that's [teaching’'s] an area where you can
put your money where your mouth is,

Beryl: 1 had a really good chance at the very beginning when I
came. . . . I took time to tell them [the staff] a little about
the kinds of things that I had done and what I would be looking

at,

Craig: Many times I have staff showing me samples of work:
"How would you judge this? . . . Should this go home?"

Craig: "If it [the teacher’s idea) works, great! If it might
work I'11 try it, but if it isn't working I'm going to throw it
out,

Dalegation of instructional leadership. Each of the principals

delegates aspacts of instructional leadership to staff members to make
use of staff strengths, empower staff, to improve programs for children,
and to offload some of their tasks.

Amy: Every teacher has a key responsibility for a subject in
this school,

Amy: My Grade Four teacher is very strong on computers. I
will route everything on computers after I read it through to
him.

Beryl: I have staff members who are assigned to various
curriculum areas.

Beryl: And by doing that [involving staff in budget
development], you don't ever really have to eliminate anything
that people have said [and I got my priorities in].

Craig: The staff member responsible for that [subject] speaks
of any changes.
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Craig: "What's your response? Then let's deal with it as a
collective in the meeting." So we're attempting in that way to
come up with a curriculum consensus.,

Staf? Developer

Elemants of staff development were avident in many activities
carried out by principals. All major themes contained some components of
staff development.

Amy: We have a professional dovaiopmont componant [in our
staff meetings] every second Thursday.

Amy: Betty and I will collaborate on what's happening [in
sciance] and discuss it,

Beryl: Usually that kind of information, unless it's something
very time specific, is shared at our staff meetings in terms of
curriculum reports.

Beryl: One of the things that the system has been very good
about for the most part is providing us with [inservice]
opportunities.

Craig: We've attempted to implement a PGP program, a
Professional Growth Plan, this year. It's met with some
enthusiasm and some degree of apprehension, possibly because
it's attempting to have people formally define their
professional and personal goals for the year.

Craig: And in terms of staff development, all of our staff

meetings are circulated on a rotational basis through all
c¢lassrooms.

Communicator

A free flow of communication of all types, in all directions,
through formal and informal channels and networks, was a feature of the
operations of each of these three effective principals.

Visual communication. None of the participants spoke about visual
communication. However, in each case it was obvious that it was treated

seriously. Clean, tidy, and attractive grounds, buildings, classrooms,
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and officos; ﬁttfactive displays of school mottos. thou§hts for the day,
citizenship awards. safety awards, samplos of good work. and sport |
trophies; and not least, a cheerful, welcoming principal c1oar1y convoyod
strong messages to me as they would to the whole school community at each
location., Obviously, here were caring people with high expectations of
students, staff, and themselves,

Oral_communication. A1l of the principals appear to place great

reliance on oral communication as an informal, friendly, and efficient

manner of getting their messages across to students, staff, and parents.

In fact, Craig said:

One meets before class, at coffee break, lunch, phone calls; it
makes collactive meetings quite difficult, except for paper,
and you limit that. The more paper there is, the higher the
fraguency of not being aware, so you keep it to a minimum,

Amy: When we have substitute teachers that we haven't had in
this school before we try to greet them and talk to them and
tell them that these are the kinds of kids you're up against.

Researcher: During the course of an hour's observation, Amy
spoke to a parent, the day care co-ordinator, her secretary, an
aide, a teacher, her superior officer, and her personnel
officer, all while she was in her office preparing an aganda
for a staff meeting and a principal’s report for a parents’
meeting.

Beryl: Our area meetings--we have one small group meeting each
month, and we have one where we meet as a total area, and then
we have another system-wide one where we meet once a month.
Those are usually scheduled for Wednesday afternoons.

Beryl: I find that my day starts out usually by just the
interaction with staff. It could be filling requests for
things that they need looked after during the day, or it could
be quick conversations about equipment or resources or about -
children, and that usually takes up most of that hour prior to
when school opens in the morning.

Craig: We do a lot of informal problem solving at lunchtime
and at recess. If there are concerns we expect them to be
brought up. Staff are very stable here. Concerns are
addressed usually in that format.



craig wo use tho PA on s morning blsis.; We introduce
substitutes in the morning, we introduce parent volunteers in
the school, special visitors, we provide information on the
intramural program at lunchtime, reminders for parent-teacher
interviews or milk money or whatever is involved that day,
pizza days or hamburger days or book fairs. These events are
announced as well as the thought for the day, which is positive
and upbeat, and then the kids and the teachers talk about it in
the morning.

Written communication. The three participants tend to restrict

written communication to more formal occasions, or, as in Craig's
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situation where he and his assistant principal are rarely in the office

at the same time, he "relies on Post-It notes on a chronic basis."

Amy: Every once in a while I take a 1ittle pad along [to the
classrooms), and I know what's going on, and then I make a
cortificate for each door.

Amy: I try to read through all of them [written correspondence
to the school] so that I understand, have a global parspective
of what's going on.

Amy: The write-ups: You have to provide a written evaluation
[of staff]. Those are all done at night.

Beryl: I use a staff memo when it's needed, and that usually
happens between staff meetings.

Beryl: I give them [staff] . . . a questionnaire, and on there
I ask them to tel]l me all of the things that they like that are
happening within this school, and also to indicate if there are
any of those that they think could be improved on. . . . And
then I give them the last one. I ask: "If you had the dollars
you wanted, what things would you provide?"

Craig: I write the school newsletter.

Craig: Many times it [communication with staff] relies on
computer memos. I will draft letters.

Craig: Then you have to write large reports and exp]ain, "Why
are you above the system average?”
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Busineas Manager

wﬁén t&1k169 about their roles as business managers, all principals
spoke mainly about their budgot-devolobmant processes. In each case the
staff was involved, and Beryl also involved parents, This seems to be
the time of the year when principals draw all threads of their
responsibilities together. It was particularly noticeable at Riverside
and Suburbia where Amy and Beryl have control of virtually all aspacts of

their finances.

Amy: 1 have all my staff involved. We meet, and I use a
collaborative process. Basically, to start with, I look at it
as a V, and we start at the open end of the V, where we're in
mixed groups, and we generally look at what the school needs in
more global senses. We list those needs, and then I have them
switch groups so that the Primary group’s together, and the
Upper Elemantary is tcosther, and all the additional support,
1ike the Library, Resource Room, those kinds of supports. . . .
We go back and put those needs in priority and start
negotiating. And everybody feels very involved, that they've
had a3 say and they understand,

Amy: The other thing is evaluation of resources in both areas
of language arts and mathematics. We have not renewed
resources in those areas for five years, so then when we get
these priorities down, we go back to the money. Okay, now
those are our priorities; we have to have money for that. We
match the dollars, then, with the priorities, but the
priorities come first.

Beryl: One of the first things I had to do when I arrived was
start looking at the budget for next year, and of course when
you start getting into that you're looking at what your
priorities are going to be in some subject areas and so on, and
I had to get busy very quickly and analyse what was happening
in language arts, what was hapgeiiing in social studies, what's
available for my staff. In my own mind I've done a little bit
of that kind of research.

Researcher: You talked about working with staff on priorities.
How firm are you on making sure you get your priorities across?
Beryl: One of the things that I do for that is to say to my
staff--1 give them almost like a questionnaire, and on there I
ask them to tell me all of the things that they like that are
happening within this school, and also to indicate if there are
any of those that they think could be improved on. I then take
a look: "What are some things that you think very definitely
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need improving? - Are there any things that reslly should be
eliminated? And if you wers to set your priorities.by yourself
for next year, what are the, say, three main arsas that you
would address in terms of the school?” Then 1 give them the
last one. I ask: "If you had the dollars that you wanted,
what things would you provide?” When I get that, I compile it
in such a way that I can say to them, "Here are the things that
as a staff we've really felt quite strongly about,” and it
really comes out quite close in the long run.

Craig: We reviewed how the budget had been arrived at. A
number of staff were not aware of how the funds were actually
created. We explained it and reviewed those areas where we
have flexibility, and staff did provide some suggestions.

Staff recognize that they have besen making decisions with
regards to the language arts, division one series. They've
made recommendations with regards to music series, they make
recommendations with regards to science materials, science
consumables, obsolete books, text replacement. We consolidated
that, and staff had the opportunity to provide priorities
within the budgeting process. 11 found staff gained an
awareness of how limited the funds are, and ! think that led to
staff looking at the quality of the decision.

R;searcher: They had baan involved in budgeting before, hadn’t
they?

Craig: They had been involved in the development of a wish
Vist, but I think by attempting to provide more than just a
wish 1ist, they got a clear appreciation for axactly how many
dollars are not allocated.

Eacilities Manager

This was one aspect of their work whers the thres participants
agreed they put minimum effort.

Amy: My biggest headache is the physical plant, because mine
is old. . . . I don't have the intarest in that part of the
budget. . . . 1'd rather stick to teachers and kids.

Amy: Building manager, oh, that's the part I hate the most
about my job. . . . I'm getting better; it takes practice. But
1've raconciled with myself the fact that this school is not
going to look 1ike my house looks.

Beryl: I put a lot of trust in my custodial staff in terms of
the physical plant. . . . I try and make a fairly regular
check, just to see if things are done, and I can do that
without really even having to meet with those people. You
learn to pick up on a few key spots.
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Beryl: If I had the dollars to do it [repairs, extensions],

1'd spend.
Amy: Oh, I would, too,

Craig: As an administrative team, one is aware of the state,
the condition of the building, One generally does not have
time during the day to be really concerned about the building,
One deals with problems . . . on an emergent basis.

Researcher: You're quite happy with them ([central office)
doing the booking [of the facilities)?

Craig: VYes. 1It's another job that I'm just as glad we don't
have to look after.

Staff Supervisor

This is a task which each of the participants takes seriously, not
only the mandatory, formal evaluations, but also the ongoing, informal
supervision., Each visits all classes regularly, "Visible Management” or
"Managamrnt by Walking About,"” as recommended by Peters and Waterman

(1982, p. 122).

Researcher: I think, too, that ties in with something I asked
the three of you, management-by-wandering-around specialists,
keeping your eye on what's happening in classes, and being
visible.

Amy: That's partly through the staff supervision: When you go
in to observe a teacher, you're not only observing tham in
action teaching, but you have to bes pretty observant as to
what's in the classroom. On their long-range plans, I'm sure
everybody here has their teachers turn in long-range plans, and
I don't expect teachers to have outlines of long-range plans,
because I use those as a basis for discussion with parents. If
a parent phones in and says there's something going on in grade
five, well, I have those right on my desk in a file folder, and
I turn to see, and I'11 often check with the teacher to see
that that's where they are.

Amy: I’ve already made it clear to my teachers that next year
as part of their professional growth, I will expect them to
attend at least one insarvice in the new social studies area
before it becomes mandatory in 1990.

Beryl: 1I'm going to be able, I think wiih saveral of my staff,
to actually work with them individually on some strategies and
suggestions for resources that they could use.
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Researcher: This has come out from your observations around
the classes? e ' et e e
Beryl: Ves. And what I sees in terms of what they have in
actual resource materials, plus the way that they teach.

Beryl: I think evaluation is another area which really is a
fairly time-consuming aspact. First of all, the visits to the
classrooms, and I feel in fairness to the teachers that should
be made on at least a three~ or four-times-a-year formal type
of visit if I'm going to be able to write down on paper
something that's meaningful and accurate. We are expected to
do a written report on every staff member yearly,

Beryl: I think that for the most part the teachers have gained
8 lot more by doing it [discipline] on their own, establishing
their own management skills and that sort of thing, but
certainly if they're having difficulty, then I try and set up
something, or work with them on some kind of a plan that I
think may work with that youngster within the classroom. And
ghat, again, I think is a big part of what my job has entailed
ere.

Researcher: You do a fair bit of wandering around, managemant
by wandering around?

Craig: A Yot of it has to become that. A lot of it is on an
ad hoc basis. As you ses something, depanding upon the
salience of it, you addrass it, and staff appear quite open
about that.

Researcher: So your formal evaluations may be based partly on
the informal observations?

Craig: No., That can cause a tremendous amount of concern.
The evaluation policy draft that is in review will involve
giving all anecdotal notes, racords, tapas to the teacher,
Anecdotal records and any school file retained by the
administration must be shared with that staff member. Thev
have access to whatever is in their file, so it cannot be an
anecdotal approach unlass they also receive a copy of that
anecdotal comment.

Researcher: How does the staff here react to your supervision
of them?

Craig: There are, of course, system directives that it’'s to be
an ongoing growth process cycle of the Part One Evaluation,
which stays in the school, and a Part Two Evaluation, which is
forwarded to Central Office.

Craig: Attempting to encourage not working harder, although it
often seems 1ike that, but attempting to work smarter, trying
to refine what exists.
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Public Relations Officer

Amy, Beryl, and Craig each believes that good relationships between
the principal and parents and the wider community are essential in an
effective school. Each employs a variety of strategies to foster

positive relationships with their respective commurities.

Parental respongibilities. Each of the participants involves

parents in the area of student discipline. Beryl claimed that a smal)
number of parents at Suburbia saw school discipline as a schoo!l
responsibility, but the three principals believe that a joint approach to
problem solving in this area is more successful,

Amy: I would sooner suspend the child and et the parents and
the child deal with the problem and own that problem.

Amy: We drew up a contract which he and his parents have to
sign.

Researcher: What's the family support system like in this
area?

Beryl: I would say it's really for the most part very good,
that their parents are vary supportive. Any of the ones that
I've found it nucessary to phone or to contact in any way about
the child or the kind of discipline that we are going to use
with them nave followed through very well in what we’ve asked
them to do.

Craig: I've found parents very supportive. Students know that
parents are in the school on a regular basis, or they sees you
at the local Safeway store, the students know that parents say,
"How's my son doing? Has he been in your office yet this
year?" And if it's yes, they say, "Great! I'1) come in and
see you naxt week. We'd better iron this out.” There is an
ownership: Students are aware that their parents have a

rapport.
Parents ag partners in education. The three principals see a vital

role for parents in the education of their children., However, their role
is seen as being limited to giving direct assistance to children in the
class, fund raising, providing a stimulating home life, and acting in an

advisory capacity with regard to the school’s general operations.



Amy: Earlier on I was talking to you about the [parent] role
as advisory, that you have to accept what they say and use as
much as possible, hut you've also got to be very strong about
saying to them that you're the professional in education and
you know how your school needs to be organised and what
curriculum needs to be planned for those children, Those are
decisions we make here, and we're not going to be put in-
neutral and steered around, I guess, is the analogy I can use.

Amy: But in terms of parents here, ] spend a lot of time with
the School Council on parent awareness sessions. I send home
articles in newsletters on various theories and education
approaches to teaching, ways to halp your children. We've had
Parent Forum nights, so they want awareness of what is going on
in education. We still have, even though thay're well educated
pecple, some paople have been through the system, and they
think they know the system, but the analogy of "Do you still
drive a 19585 Ford today? You know, times have changed as wel)
in education, and we aren't using the Dick and Jane readers
like we did once.” So thare's a ot of time spent in educating
parents, too.

Beryl: They [the parents] have a mother who is called a Parent
Volunteer Co-ordinator, so that if ! neaed something done I can
call her and say, "I need three parents,” and she'll round them

up.

Beryl: I often would like to think that parents would react a
little more to curriculum or to strategies . . . not say that
they really wanted something different.

Craig: They provide advice, feedback, support, with respect to
scku01 policies, school activities. They are at this point
exactly advisory councils.

Researcher: Do you think that’ll last long?

Craig: I would think that it's an evolutionary process, that
eventually it may become a tiered approsch towards any school
board within a board, and the administrative role will be much
more demanding in the sense that ore will not only be examining
system policy, but also the ratiorale for school policy. As
the Parent Council, School Advisnry Council will be interacting
with the board through an umbrella council,

Craig: There’s a tremendous amount of parent volunteer work.
We retain a Volunteer Parent Lojg in the General Office.
There’'s a lot of involvement there.

Craig: The children come to school experientially enriched.

136

Dealing with the wider community. Amy, Beryl, and Craig each talked

about their interaction with the people, other than staff and parents on
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educat ion pusiness. who use their facilities. _thh Amy and Beryl it was
mainly with the people organising child care in their buildings. With
Craig, it was other types of community-user groups.

Amy told me that she negotiates the contract with the day-care
group, and I witnessaed her discussing and ordering equipment‘which would
be put to joint use by the day-care group and the school. The day-care
worker concerned commented favourably about Amy remembering to do
something about it., The Secretary seemed to sum up the genera)l foo1{ng
about. Amy when she said, "What a woman! She always does what she says
she'll do.”

Beryl: There is an after-school-care program and a lunch

pirogram here which opsrates through the school. . . ., and we

try and co-ordinate what goes on there, since we share some

facilities. So I meat with them occasionally, and there are a

fow times when they call us down for a little extra help over

the Tunch hour,

Craig: The school is a community centre . . . you end up being

invited . . . which has a tremandous carryover towards the

relationships.

Craig: I was approached in February as to whether we would be

receptive here to having the County Retraining Program
operating in the school.

Student. Doveloper

As stated at the beginning of this chapter, each of the three
principals involved in this study saw students as the central issue in
every aspact of running the school. Instructional leadership, staff
development, and staff supervision aim at improving the programs being
provided. Business management aims to enhance the delivery of those
programs. Communication, parent liaison, and facilities management

attempt to improve the climate in which the students work.
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~ Students as individuals. The 1mportanco placod on appropriato
counselling services is one of the major ways, but not the only way, in
which these three principals show concern for individual students,

Amy: Right now we have three priorities in this school: One
is a Guidance and Counsolling Initiatives Program. That was a
priority ‘last year, but we're moving into year two with it, and
it'11 require a year thres, so it gives us a three-year
commitment.

Amy: 1 talked about collecting information on students, not
only marks,

Amy: I believe very strongly in the student leadership roles
in the school, that students bahave bettar if they're given
more responsibility, so our Grade Sixes do school patrols
outside; they do student secratary: They answer the phone when
my secretary’'s not in the office at noon hour or recess. Last
ysar we had a little boy identified as a writer in residence.

Amy: My biggest complaint about a set discipline policy is
that, if we balieve that children are individuals, and we treat
them as individuals, then you don't use the same consequence
for a first-time offender as you do for a repeating offender.

Beryl: And what works for one child doasn’t necessarily work
for another one, eithar [murmurs of general agreement}, in
terms of handling it, so that's behind the way ] operate.

Beryl: I liked to put mysalf in a counselling role with kids.

Beryl: Most of thess are parents who are convinced that the
smaller class makes up for that kind of thing, and we do
integrate hera. The children [in the adaptation classes] take
music and phys. ed. with the other students. If a child 1is
having difficulty in language arts but can cope with the math
program, then he has the math program with the regular grade,
so we have a lot of comings and goings from those classes.

Beryl: I help with the intermura)l program. That's mostly
becaise I'm interested in that, and, again, they need the extra
supervisor,

Craig: I go out and play marbles with the kids.

Craig: The number of students here that go away on extended
field trips is extensive; the number of times students have
pictures and photos and stories and things to share from trips.

Craig: [1 do] a number of home visits on behavioural
management, sitting down with parents and being in the homes.
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£¥glulguul4uL§&yggn;§. Each of the thres principals is involved in

evaluation of students. They are acutely aware of how their students
perform in provincial and system tests.

Amy: I'm very much involved in student evaluation as well, I
want to know how teachers get information on those students and

carry it on,

Amy: Riverside is usually ameng the top five schools in system
tests.

Researcher: How do these kids perform on the provincial tests?
Beryl: I would say that we are underachiaving, based on the
last two vears' results,

Researcher: Underachieving, or just achieving below provincial

average?
Beryl: We're achieving balow provincial average.

Researcher: What about evaluation of children? Do you get
involved with that?

Beryl: I get involved only in the fact that I read all of the
report cards and sign them. And what we do there is actually a
division of labour. My assistant and 1 each take one division
as far as the reading of the report cards. I still sign them
all, but she has checked over the batch that she has before she
gives it to me. The report cards take quite a bit of time,
actually., Again, it is one of those things that when you're
moeting with a group of students, it's rather a good chance to
see what's happening with them, too., So it's more than just

. . . L]

Researcher: More than just signing.

Res?archer: What's your involvement with student evaluation,
Craig?

Craig: Teaching sixty parcent of the time I'm directly
involved in evaluating students that ] instruct, but I'm also
reviewing on a regular basis the student achievement for the
reporting periods, for the interim reports, which are between
each reporting period. I'm also involved in the Pupil Services
recommendations for learning assistance, counselling.

Researcher: How do these kids do here, Craig, on provincial
tests?

Craig: Well above average. We are above provincial average in
all dimensions and have been evar since the provincial
achievement tests have been implemented.

Researcher: And how do the provincial figures compare with the
system-wide, IQ-type test that you might do? Does it indicate
that they're performing to capacity?-

Craig: I think they're performing--well, I know--they are
performing well above provincial average, generally above
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system average, as well, The aptitudos and abilitios appear to
b? very high on the standardized testing procedures that are in
place.

mmum_umm_mmn Amv. Borvl. and Craig domnstratod
that they place high value on the worth of students, individually and

collectively.

Amy: Teachers send kids to my office, and the first thing that
the Primary kids do when they come into my office is open the
top left-hand drawer of my desk, because they know that if they
bring something that they've drawn or written, that ! have a
sticker box, a cigar box full of stickers in thare, and they'))
be able to choose one.

Amy: I finally said to them [part-time teachars) that "I have
children and programs to consider firgt. I have taken all your
requests into consideration and tried to do the bast for you,
and you eithar accept it the way it is, or I will have to just
find somaone else.” . ., . But they're good teachers, excellent
teachers, outstanding teachers, and ! don't want to lose them.

Baryl: We also have once a month a student assembly, at which
time children participate and various grades are assigned to
Took after them, and then at that time we give out our
citizenship awards, safety awards, some of those kinds of
things, and it's also a chance to speak to the children as a
group.

Beryl: "For aevery negative one [child] that you send me, could
you send me two that have done something that you really think
was good?” ., . ., I'm feeling that this is something that the
kids hera really need, a 1ittle bit more of the positive
strokes than negative ones.

Craig: We're operating on a model of lrgical consaquences, So
thaere are no surprises; it's not an arbitrary school behaviour
management policy. It is predictable and it respects the

dignity of the student and attempts to encourage problem
solving and taking ownership for their behaviour.

Craig: The bottom line is that we're here for kids, and let's
do the best that we possibly can.

Innovator

There was ample evidence that the three principals are innovators

who "look before they leap.”
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Amy: 1'm a listener. : , :
Beryl: I do a lot of 11ston1ng, a lot of looking.

Craig: One does a lot of watching, waiting, attempting to
appreciate why things are the way they are.

Boeryl: And, again, that's something that you play by ear, in a
sense, to see when people are ready for a change, and it goes

back to that whole idea of talking one on one with, say, three
or four people and then hoping their enthusiasm spreads out and

envelops other paople.

Craig: One is attempting to examine here what current
practices are. What areas do staff feel can be improved? In
terms of management of change, one simply adjusts from being
reactive in attempting to be proactive. One almost has to view
things within the approach of a trickle theory of change,
attempting to plant ideas, to market change, to highlight the
benefits for kids and for staff members themselves. Attempting
to encourage not so much working harder, although it often
seams 1ike that, also attempting to work smarter, trying to
refine what exists,

Each of the above five quotations is taken from individua)l

intarviews. They demonstrate very similar approaches to innovation.

High Priest

Sergiovanni (1984) describes five levels of leadership: technical,
human, educational, symbolic, and cultural, which make up "The Leadership
Forces Hierarchy” (p. 9). All references in this section are to that
article. He claims that the three lower levels are necessary if a
principal is to run a competent school. "Technical--derived from sound
management techniques. Human--derived from harnessing available social
and interpersonal sources. Educational--derived from expert knowledge
about matters of education and schooling” (p. 6). I believe that the
three principals in this study display attributes which cover those three
levels of leadership and that ample evidence has been provided over the

preceding chapters to prove that convincingly.
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Symbolic--dorived frcm focussing tho attontion of others on ‘
matters of importance to the school . . . . The symbolic leader
assumes the role of ‘chief’ and by emphasizing selective
attention (the modelling of important goals and behaviours)
signals to others what is of importance and value.

Touring the school: Visiting classrooms. Each of the three
principals excels here, despite two of them having heavy teaching loads.

Examples have

baen given to show that sach principal described does this, on the

grounds as well as in the classrooms.

three principals’' comments regarding facilities managemant support the

notion that they meet this criterion.

Beryl's school assemblies have been mantioned. Shae acted as Master of
Cersmonies at their recent school concert. All play prominent parts in

their school/parent organisations.

Providing a unified vision of the school. Each principal emphasises

a positive approach to students and has high expactations of students.

Amy: Most of the interactions with kids are positive
interactions.

Amy: What are our expectations for students? We only have two
here, that students must be actively involved in their own
learning, and we hold high expectations for performance.

Beryl: 1 said, "For every one negative one that you sand me,
could you send me two that have done something that you really
think was good? . . . The kids here really need a 1ittle bit
more of the positive strokes."

Beryl: 1 have high expectations [of children].
Craig: There is a real emphasis on student achievement and

building the self-esteem to perform well. . . . I don't fee!
comfortable with the idea of, Are they meeting their abilities
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or capacities? I think we always have to keep pushing for, Can
they go beyond? Can they stretch? I think they can, and they
are.

Purposing. “Purposing is of hador concern to the symbolic force,
Peter Vaill defines purposing as ‘that continuous stream of actions by an
organization’'s formal leadership which has the effect of inducing
clarity, consensus, and commitment regarding the organization's basic
purposes’” (p. 7). By regularly recognising high achievement in academic
work, citizenship areas, safety, and sport, these pfincipais are
demonstrating a commitment regarding the organisation’s basic purposes.
The consensus model used by each principal in the budget process is
further proof of such commitment. Each strasses that "kids come first."

What the leader stands for and communicates to others is

emphasized. The object of symbolic leadership is the stirring

of the human consciousness, the integration and enhancing of
meaning, the articulation of key cultural strands that identify

the substance of a school. (p. 7)
The three principals in this study regularly communicate their high
expactations and positive approaches to students, staff, and parents
through their actions, performance at meetings, and written communication
with parents. I believe they ares good "symbolic leaders" and in many
areas extend to "cultural leaders."

Sergiovanni (1984) claims that the "presence of cultural leadership
is essential to excellence” (p. 12). He says,

The cultural leader assumes the role of “high priest, " seeking

to define, strengthen and articulate those enduring values,

beliefs, and cultural strands that give the school its unique

identity. As high priest the leader is engaged in legacy

building, and in creating, nurturing, and teaching an

organizational saga, which defines the school as a distinct

entity within an identifiable culture. (p. 9)

Amy could see herself, and good principals generally, in the role of

high priest, or priestess.
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Althoush Beryl gnq Craig spated that they do nqusgp:thomsolvos in
that rele, their actions and words would appear to put them in that
category. The remainder of this chapter is devoted to aligning their
displayed attributes with some items on Sergiovanni’'s list of leader

activities associated with the cultural force as outlined on pp. 9-13,

Articulating school purposes and mission.

Craig: Teaching is important, because that keeps your focus.
You have the same joys, oxasperations, that teaching is a
challenge.

Beryl: I had a really good chance at the very beginning when I
came. We had one of our Thursday afternoon Professional
Development days, and I took time to tell them a little bit
about the kinds of things that I had done and what I would be
looking at, and so on.

Craig: Things appear to be quite positive. I think we're
attempting to be positive, constructive, and appreciative of
the good things that are happening., 1 keep anecdotal records
of areas where staff make contributions that I am aware of.

Amy: I believe that I have a mission, and 1 guess I do preach
it, more so by modelling than the actual words.

Craig: I think the vision really is the effactive school's
mode! and the effective school's research, which drives this
systrem and which is continually encouraging greater and greatsr
loevels of staff involvement. Staff are involved in the
development of the school goals, objectives, and in helping to
devise the criteria for what is being successful, and how to
improve.

Craig: Those materials are announced as well as the thought

for the day, which is usually something positive and upbeat.

The kids and teachers talk about it in the morning.

S to t tyrea. Beryl and Craig have had
1ittle opportunity for this in their schools, as both have been in
current positions for less than a year. However, there is evidence that
parents at Broad Meadows have made an effort to socialize Craig.

Craig: The Parent Association president and the executive are

in and out of the school on a regular basis, almost daily.
. . « Any concerns, any comments are broached with me. . . .
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They talk to you about the school vision,

Amy: When I interview them [prospective staff] I try to find
out if their philosophy fits the Riverside philosophy.

Beryl: (Making the effort to be socialized) I like to try and
do as many things as possible that I expect them to do along
with them. Now, that would be contributing to the potluck
lunches that we have, or whether it be the supervision
schedule, where I take my turn,

Amy told stories about Riverside's "sassy kids," However, Beryl and
Craig had no stories with which to acculturize ms, as they were new to

their schools,

Craig: I think, in many ways, the Early Childhood Services
Local Advisory Council bacomes the parfact training ground for
daveloping the rapport, the vision, the shared identity on
where the administration in the school would Vike to see the
school evolve, and it's attempting to get parent buy-in and
encouraging people to take the leadership roles in the Parent
Association so that you can oparate on an approachable leve).

Amy: I spend a lot of time with parents telling them that
they're an advisory group.

Baryl: I like to do as many of those things with the staff as
! possibly can, even though I know that at some point I may
have to ream somebody out, or I might have to do something in
terms of some very strong evaluative kinds of things., 1 think
those people are more willing to accept evaluation or accept--I
don't like that negative aspect of it, I guess, but it's there,
whether we like it or not.

Craig: In terms of vision, our vision really is our logo:
"Together we are strong” is more than--and, in fact, it's even
highlighted in the Parent Association newsletter, but the
parents have said--and I'11 just find it here: "I cannot
stress enough that your commitment and involvement in things
that concern you and your family are vital to the continued
well-being of our schools. Remember: ‘Together we are strong’
is not just a logo; it's a fact."

Amy: We've had Parent Forum nights, so they want awareness of
what is going on in education,



Beryl: It was rather interesting, because before I came !
don't know who had told them, but had indicated that ! had been
responsible for getting the math lab started at my last schoo)l,
They asked about the chances of looking at something like that
here. So there's a seed already there. Then they came and
asked if we could, in fact, go over and visit the math lab over
there, which we did last Thursday. They were actually amazed
at what we'd been able to accomplish in a short period of time.
And of course there's a fairly large group that said, "Gee,
we'd really like to see something like that put together.”

Amy: TYeachers send kids to my office, and the first thing that
the primary kids do . . . is open the top left-hand drawer of
my desk. . . . They know . . . thay'll be able to choose one [a
sticker].

Rewarding those who reflect this culture.

Beryl: Right now we're doing a fairly heavy unit on
literature, and we're having the children do some book reports
on the PA in the morning.

Craig: I then draft a letter acknowledging some of the things
that I am aware of and my appreciation for their involvement in
developing puppet plays and sharing it with the staff or with
students, attempting to provide the positive feedback. And
then staff receive a copy of that, they acknowledge receipt,
they're able to respond and add further comments, and then I
place it in their file.

Amy: 1 try to see what's happening in their room, and every
once in a while I take a little pad along. . . and then 1 make
a certificate for each door, for the kids, that tells them I
really 1ike their involvement . . . or the writing.

Cohesive culture.

Amy: We've gotten teachers to think about the learning
strategies, environments and organizations . . . and we've
gotten those in writing.

Beryl: 1 guess the important part of that is not so much to
change the parsonalities [of the staff], but to change their
focus and to change their willingness to participate as a
group. This staff are aware of that.

Beryl: And I was excited about a Tot of the things that we
ware doing, so I hope that my enthusiasm can generate some
enthusiasm with the staff, and I think it should start with
working with two, three, four people; hopefully, that'l] be
infectious.
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Craig: Our vision is our logo: "Together we are strong."”

It's even highlighted in the Parent Association newslstter, but
the parents have said--and 1'11 just find it here: "l cannot
stress enough that your commitment and involvement in things
that concern you and your family are vital to the continued
well-being of our schools. Ramember: ‘'Togethesr we are strong’
is not just a logo; it's a fact.," . . . Staff played a
tremendous role in that logo, and there is that appreciation.

Eroadom with restrictions.

Beryl: And I have never looked for total unanimity or whatever
you want to think of it, because I think people Just have that
many different ways of contributing, but I think the core needs
to be a cohasive thing.

Craig: Each area is unique, but we share commonalities; let's
develop that teamwork approach.

Amy: I'm very supportive of what they do in the classroom, and
being specific to Riverside is that if we taught the basic

programme of studies as outlined by Alberta Education . . .
wa'd be in trouble,

Amy goes on to describe how one teacher bases all themes on science and

another class is working with inventors located at the university.

Beryl: Now, we do have, I mentioned before, those Thursday
afternoons twice a month, and our plan is to uyse those, and I
will involve the staff as much as possible in developing them
and working for the expertise that thay need there, and I see
myself as being more of a supportive role.

Amy: Every teacher has a key responsibility for a subject in
this school.

Craig: I'm more along the Confucius line, that a leader is

someone who leads, but the followers begin to feel that they

also lead.

Craig: I elect to empower staff.

I have placed a great deal of emphasis on the very high levels of
leadership displayed by Amy, Beryl, and Craig. I have done this to add
weight to my arguments based on the next chapter. During our group

interview they strongly agreed with what each other had said and what I
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inferred from what they said regarding those differences between their

tasks which appear to be related to specific environmental factors in

their individual schools,



Chapter 8
Principals’ Tasks Which Appear Environmentally Determined

Although analysis of the data gathered from Amy, Beryl, and Craig,
three principals who display very high leadership levels, demonstrates
that similarities between their tasks far outweigh the differences, there
are some significant differences evident. No doubt some of the
differences are due to differences of personalities and operating styles
of the three individual principals, but the data suggest that many are a
direct result of one or more particular factors in their schools'’
anvironments.

The major thrust of this research was to attempt to identify tasks
which may be generated by specific aspacts of a échoo1's environment.
Therefore, the group interview was planned to seek agresment between the
three principals on some of those tasks ar. environmental factors which
were identified by either one or more of them during previous meetings
with me, or were inferred by me from the data which I had gathered along
the way. For that reason, the bulk of the data used in this chapter was
gathered at the group interview. Some lengthy quotations are included to

illustrate the interplay of ideas which occurred during that meeting.

Organisation of This Chapter

The data is analysed within the 10 themes highlighted in the
previous four chapters. The environmental factors specific to only one
or two of the schools generated some separate categories within themes.
For example, only the chapter on Suburbia Elementary School has the

category “"Dealing with students in adaptation classes” within the theme
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of "Student Development.”

I purposely soloctod Riverside, Suburbia, and Broad Meadows as three

schools which did not appoarrto have many environment-specific aspects.

1.
2.
3.
4,

Each of the schools is an elementary school,

There are two small schools and one large schooi.

There are two suburban schools and one rural school,

I thought there were two schools in middle socio-economic- and
educational-level areas and one in a high socio-economic- and
educational-level area. As it turned out, Broad Meadows appears to
be upper/middle, giving a sample of one upper, one upper/middle, and

one middle.

During the course of the research I have had to add to the above list as

more environment-spacific factors were identified.

5,

6.

Two of the schools are in one education jurisdiction and one is in
another.

One school, Suburbia, has three adaptation classes.

Two schools are less than half filled to design capacity with
students from their own areas, and one has thras demountable
classrooms so that it can cater to its local needs.

Two of the schools, Broad Meadows in particular, have a significant
percentage of teachers who work at those schools on a part-time

basis.

Analysis of Differences

Instructional Leader

Knowledge of children. Each of the principals feels that it is

important to know the children in the school, as programs should be
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tailored to meet those children's needs, This belief makes educational
sense. Tﬁo only difference gathered from the data in this research is
based on the size of the school. It is obvious that it becomes
progressively more difficult to kﬁow individual children and their needs
as a school grows bigger. A principal in a one-teacher school should
know each child extremely well, whereas a principal in a 2,000-student
high school would know only a few individuals well, some possibly too
well, but should still have a good knowledge of the "average" student
needs in the school,

For the purpose of this exercise, I proposed that a large elementary
school would be one that had a principal with no set teaching load and
that a small elementary school would have a teaching principal. 1 asked
the group if that would be a fair distinction.

Beryl: Pretty much, I would think, “es.

Amy: That's a fair assumption.

Some knowledge of students can be gained from provincial and system
test results, and each of the three principals in this study placed
considerable emphasis‘on those results.

Amy: In terms of the students, for me it took a shorter time

to get to know students and their families well [at this

smaller school]. Like I said, in the last school there ware

five hundred and forty kids. I knew their names, but I didn’t

often know what they waent home to, or whatever; here 1 do.

Amy: They score above provincial average, and they're always
in the top five in the system.

Beryl: I would say that we are underachieving, based on the
last two years’ results. We're achieving below provingial
average . . . [according] to their ability scores on the
Canadian Cognitive Abilities test. They are a fairly average
group of kids.,
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Bery) ha; been at Suburbia for only five months but is familiar with
rosu1tsrfrom ghongstvtwo years.

Craig: We are above provincial average in all dimensions and
have besn ever since the provincial achievement tests have been
implemented.

Craig has been at Broad Meadows for less than a year but is familiar with

its results since the inception of the testing program.

Personal leadership. It appears that the teaching role and

experience of principals has considerable bearing on the tasks they
perform, or how they perform them. Whilst having a set teaching load
allows principals to demonstrate their skills, it has disadvantages in
that it restricts the principal’'s time for interaction with the whole
school community and forces the principa) to carry out much of the
administration work out of normal hours.

Amy: That gives you more credibility with your teachers,
because you're on the front line, too, working with students.
At least I felt working with a class is more credibla.
Researcher: So principals coming to smaller schools would have
to be able to demonstrate that they were very good teachers.
Amy: Exactly. . . . I think probably in a small school some
parents, too, want a teaching principal, and in 8 lot of ways I
probably have more credibility with my teachars as a teaching
principal than I would have as a straight principal, because
I'm still in the trenches.

Beryl: I found it easy to compare in that way. Having moved
from teaching half time to straight administration, and, ves,
that definitely is an area where, if you're going to model at
all, it has to be sometimes in different ways, One of the
things that I've done with that is actually take some classes
for teachers. I've told them I'1) give them an hour at any
time that they want between now and the end of June, and 1’1}
teach anything from basket weaving to math or science or
whatever they want.

Craig: I think they appreciate the fact that you understand
what it is like to have to teach the curriculum and to engage
in student evaluation and to participate in the spectrum of
student activities. In a way it enhances one’'s relationship
with staff as they realize you are grappling with the same
concerns and challenges that they are, and that's a positive,
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Researcher: You'd have to be sure that you were doing it well,
wouldn’t you? ' e

Craig: VYes, it creates a lot of late nights, attempting to be
well prepared, because you are visible., Staff are aware of
what you're doing in your classes.

Craig: In that sense it's pretty intense, and it certainly
does entail quite a great workload. Problem many times with
accessibility, Staff interact. If they're on a prep., you're
probably in class.

Beryl: I've said that several times, that this is why I think
in some ways it's wrong for a principal or an administrator in
a8 small school to have to do as much teaching as they do,
because they do still have all of these other paperwork things
to do, and sometimes in a way it's even more, bescause they
don’t have an assistant to help them very often. They can
actually end up having to spend more out-of-school time doing
those kinds of things if they're committed to their teaching
Job as well, So I think that with this, I actually finish what
needs to be done within a better timeframe, you know, the total
picture of what I do. I still find that it's valuable for me
to come in on a weekend day,

Researcher: Being a big school, you haven't got a set teaching
role. What difference do you see that makes to your work as a
principal?

Beryl: For me it makes a tremandous amount of difference in
time, because when I was committed to a group of children for
teaching, that to me was really almost in a sense a full-time
role as well, and I like to do a lot of fairly innovative
things with kids when I teach, and so, again, that's a
time-consuming thing. No, ! really do appreciate and know that
in this school I need all of the time to take care of all of
the things that go on.

Researcher: In a small school when you're teaching, the staff
can see that you're putting your money where your mouth is, I
suppose you could say, as far as your teaching ability is
concerned.

Beryl: Yes, and that's very valuable.

Researcher: How do you compensate for that in a big schoo!l
where you're not teaching?

Beryl: I've been wondering about that, because I think that
that’s an area where, as you say, you can put your money where
your mouth is. And I think what I'm going to need to do here
is to say to teachers, "I would love to come in and teach a
class today. Can I have yours? And I'd like you to stay." So
I think that that's one area that it would be maybe more
valuable than saying, "I'm going to come in and watch your
class today, and then we're going to talk about what you could
have done,
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As the majority of elementary school princjbglg were once o\gﬁontary
teachers who probably taught most subjects at several levels in the
schools, they may be batter equipped to provide instructional leadership
at ﬁ norson#l level than can their colleagues in the secondary field. On
the other hand, secondary principals may need to employ more skills in

delegating, and supervising the delegation of, instructional leadership.

Craig: I find that staff are concerned as to whether you have
taught at their grade leval and whether you understand the
curriculum and the student challenges at that level.
Fortunately, I've been able to teach from the Grade One to
Seven level, so I am fairly aware of the curriculum and the
evaluation strategies. So that's come in helpful.

Researchar: You three as principals have virtually taught
oevery level in most subjects. Amy, you said you weren't very
keen on French and not very good in that area, but do you find
that most elemantary school principals would have been
alemantary teachers?

Amy: For the most part in our system. There has been some
cross-pollination in our system, whare a couple of junior high
principals have, in their words, "come down to elementary,”
Craig: Down?

Amy: And there have baen instances where elementary teachers
have besn appointed as assistant principals in
elemantary-junior high schools. There was only I think one
instance whare an elementary school principal went as an
assistant principal to a high school.

Ressarcher: It seems to me that elementary school principals
generally would have a better across-the-board knowledge of
curriculum in their schools than a high school principal, where
they've probably specialized in one or two subject areas.

Amy: VYes, plus it's fragmented, and they have the department
heads, too.

Beryl: I would say that that would be very much the case. And
we probably know more about what's going on in junior high,
too. [Laughter]

Amy: We tend to tell junior high principals all they do is
timetable.

Staff Developar

Some staff development-related matters are dealt with under the

theme of staff supervision.
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The only other difference in this area suggostqd by the datg is that

small schools may not have the rasources, flexibility, or strengths on

staff to offer the range of staff development that can be offered in

large schools,

Craig: As a principal in this setting, it's very different
from a large school. The resources are much more limited; it's
driven by student numbers. Staff development funds are
limited.

Commynicator

Hare, too, the main differences seemed to ba caused by the size of
the school. Each of the schools studied depended heavily on diffuse and
rich communication systems and networks. In small schools effective
teaching principals consider thair teaching time sacrosanct, except in
cases of emergency, and tend to spend more out-of-hours time
communicating with their communities.

Craig: One has to make a conscious effort, even when you're in
class, one has to try to balance between going out and playing
marbles with the kids at recess, which is what I'd 1ike to do,
as well as going and having a cup of coffee with the staff and
sharing ideas and developing rapport there. One walks a
balance between both, so one alternates; one consciously
attempts to say, "Well, Monday, beginning of the week, I better
hit the staff room first raecess and have a cup of coffee and
find out how the weekend went, how staff are doing.” Then the
afternoon 1'11 go out and play marbles with the kids, and one
has to balance both., It's difficult enough just attempting to
communicate with the Assistant Principal; we rely on Post-It
notes on a chronic basis.

Researcher: Have you found much difference in gatting to know
the staff in a school like this than in a small staff like your
last school?

Beryl: It certainly takes a little longer. I’'ve been able to
have a one-on-one conferance with everyone, support, custodial,
and all of my professional staff, and have made some classroom
visits. So it does take a little bit longer, though; I don’t
think there's any question about that. And I think when you
come in new like this, too, they’re really waiting to see what
you're going to do and what your philosophy is and where you're



156
coming from.

Beryl: I think probably what you were getting at was the fact
that, between the teaching position and full-time =
administration, the difficulty is getting all the time that you
need for doing those kinds of visits and so on.

Researcher: To get into classrooms,

Beryl: I'm sure that that's what you're looking at in terms of
the difference in ., . . .

Amy: The write-ups: You have to produce a written evaluation.
Those are all done at night.

Researcher: One of the other things you said, Beryl, was that
you don't really have much more paperwork in a big school than
you had in a small school, and that your time is much more your
own, did you not?

Beryl: Definitely.

Researcher: You could almost get away without having to work
out of school time if you were that sort of person.

Beryl: Well organized and so on, yes, I believe so, because
what I was taking home was primarily the leftovers because I
had haondbusy preparing lessons. I'm sure you must find that.
Amy: I do.

Craig: I find going from a school of six hundred and some
students, going to a school of a hundred and eighty-eight, the
paperwork is identical,

Amy: It is,

Craig: What you say is, though, "Hmm, it's that time again!
Whan do I do it? Oh, it's homework!"

Amy: Yes, homework.

Craig: Sure, Saturdays.

Craig: I am available and accessible as much as I can be,
recognizing that 1 teach sixty parcent. What it involves is
that thare are a number of phone calls at home after the
instructional day, and that's fine. If one is not available,
then one is squelching the access; one has to be flexible and
amenable.

Amy: So what we do operate is an open-door policy, like most

elementary schools do. However, I have to make it very clear

to the parents that, especially when I am teaching, I will not

stop for them . . . unless it’'s an emergency situation.

Although not restricted to the theme of communibation, the mundane
tasks that principals have to carry out in small schools can be delegated
in larger schools,

Researcher: One thing that came up, too, and I suppose there’s

no way around it in the small schools, the principal has got to
do a lot more of the mundana tasks, like signing forms that



your secretary might do or your assistant principal might do.
[Craig,] You commented on looking after runny noses when your
secraetary's busy. A

Craig: The assistant principal and I both do a lot of that.
Amy: VYes, in a small school the principal does it, because
there isn't an assistant.

Beryl: There isn't anybody else.

Amy: And my secrotary is really good at forging my signature
on work orders, 8o I let her do that.

Craig: Mine is still working on it!

Beryl: But that comes not just to the paperwork. It was
interesting, because we had our school concert on Tuesday
night, and 1 almost felt as if I wasn't needed, which was

« « + + They wanted ma for Master of Ceramonies, but when it
came right down, I didn't have to worry about the PA system; I
didn’t have to worry about getting the risers into place,
because sverybody had picked up on a job, and nobody had more
than one job to do, and . . . .

Amy: And in a small school! ., . . .

Beryl: . . . in a small school, I was always the one that was
running out to pick up the pieces for the PA system or the last
tOO L ] L ] L]

Amy: Making sure the chairs are up and the programs are run
and handed out and that the doughnuts arrive and the coffee pot
was plugged in.

Craig: Gee, this sounds so familiar!

Beryl: But this was one thing, as I said, it was very avident
to me on Tuesday night when that program came, because ! really
felt that I hadn't had to do a lot in terms of getting ready.
Not that I minded it a bit, but it was very definitely a
difference. So it isn't just paparwork.

The data suggest that some differances between principals’' tasks

under the theme "communication” are related to the socio-economic and
educational levels of their communities. Some apparent communication
differences are dealt with under the theme "parent and community
liaison.” However, I believe that others are dealt with more

appropriately in this section.

At Suburbia, Beryl is responsible for the newsletter. At Broad

Meadows, Craig writes the newsletter, but parents write one too. At

Riversids, parents produce a newsletter, and so does the school.

Researcher: Who organises that [the newsletter]?
Beryl: My assistant and I, and then my secretary looks after
the compiling and putting it together.

156
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Craig: 1 write the school newsletter . . . then run it by the
Assistant Principal . . . then give it to the Secretary.
Broad Meadows parents also produce their own nowslottor.

craig: Our logo . . . [i8] highlighted in the Parent
Association newsletter.

Amy: A highlight is the Home and School! ., . . newsletter

called Parent to Parent. They've highlighted staff ., . .

encouraged parents to become involved in various programs

+ « +» « Thay've had question and answer things . . . parents

will come and interview one of the teachers, and the response

is printed in the letter,

The above data suggast to me that principals in those schools should
approach their communication with parents differently from the way
principals in lower socio-economic areas communicate.

Similarly, verbal communication with students may be at different
levels in schools catering to very different socio-economic and
aeducational levels, Amy said that "the children are brought up with good
manners and [the ability to] deal with a cross-section of people.” On
one of my visits to Riverside, a group of children was dabating the
stay-inside-day decision taken that very cold morning. They were able to
speak rationally about actual temperature combined with the windchill
factor. In some elementary schools the children would just know that it
was very cold. In instances such as that reported from Riverside, it

would seem that the principal, in turn, should reason logically with the

children to support the decision made.

Business Manager

Under the theme of business manager, almost all of the identified
environment-specific factors appear to influence the principals’ task..

In this area of this research, the major factor influencing the
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principals’ work was the amount of budgetary autonomy delegated from the

board to the school.

Researcher: One of the things I haven't quite worked out is
how much flexibility you have in your budget. I did that a bit
with yours today, Craig, with your counselling. What areas do
you have no control over and what are flexible? I think you've
[Amy and Beryl)] said in Metropolis Public you can spend more on
oequipment and less on staff or vice versa, 8o you've got a lot
of flexibility, it would seem to me. But it doasn’t seam as
though you've got that, Craig.

Craig: No, I don't.

Beryl: You have some fairly good guidelines established, don't
you? AS you say, so many students, you get half-time
counsellors; so many students, you got so much Vibrary time,
No, that's left to our discretion as to what that balance will
be, and looking at our budget when we were doing it, there were
two areas that we felt we were lacking in: One was the
counselling, and the other was library time, and not a
librarian who was going to sign out books, because I have a
technician, . . . So that those things are built in there.
There, of course, is the limitation that if dollars are cut
back, obviously those are programs, then, that get cut.

Beryl: Even those [schools]) that have a reasonable budget to
work with are looking at fundraising things in order to add
some cream or to add some of the . . . .

Amy: Frills,

Beryl: Frills, yes,

Researcher: Back on budget flexibility, you were talking,
Craig, about how your budget didn't cover the essentials within
the new curriculum areas. How have you found it in your
schools in Metropolis Public?

Beryl: With the demands that are being made right now, it’s
going to be a tough area, I think. If a person were going to
really go right out and purchase the books, the resources, and
so on, even just in what they’'re asking us to do with computers
now, could get quite costly.

Craig: So, you see, you'ra phasing things in,

Beryl: I think even there we're going to have to; we're going
to have to decide which is going to be most important.
Researcher: Because I think you were talking about language
arts and music.

Amy: And social studies next year. One of the things we did
in terms of being flexible in our budget is, we have cut back
on aide time next year. We've been very people oriented and
tried to keep the child-adult ratio at a reasonable level. And
what happened was, we cut back a little bit on aide time to
revitalize some of our resources in language arts and social
studies to an average of about four textbooks per child,
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Amy's and Beryl's comments clearly indicated that they enjoyed
having control over ;hoir own budgots.

Amy: I love having the financial freedom of handling my own
budget, bacause we fill in what our school needs. Nobody's
telling us what we need; we decide.

Researcher: You mentioned getting your priorities and matching
your budget with that.

Bery): I find that enjoyable, anc it dossn't take me very -long
to do it. I am familiar enough with the budgeting process,
with some of the methods that 1've used in getting input from
staff for both the prioritias and for some of their wish lists
and so on for supplies and equipment, so that that end of it
for me is a fairly straightforward, not a terribly time--I
mean, therae's a certain time element involved, but it's not a
time-consuming thing for ma., I 1ike to play around a lot with
the figures and just see what I could do if 1 had shifted my
dollars a little bit here and a little bit there.

Amy: Ninety-three percent goes to staff, and that includes
support and custodial, and seven percent goes to supplies,
aquipment, and services. I love the school-basad budgeting
plan,

Beryl: So do I.

Amy: 1 would not trade it in,

On the other hand, Craig has little flexibility in deciding on his
budget, and he does not appear to enjoy this aspect of his work,

Craig: Now you're spasking my favorite topic [sarcasm]!
Economy of scale: When so much of the aducational environment
is driven by student enrolment, that dictates your
administrative time, your counsellor time, your clerical
support time, your instructional staff allocation, your library
clerk time. Those kinds of factors are so driven, and, of
course, your budget, ar.: all driven by the enrolment. One is
attempting to provide the same educational experiences, the
same spectrum of student learning opportunities with limited
resources to accomplish it.

Researcher: So you see it limiting the range of programs you
can offer?

craig: Yo a degree, yes, it does.

Craig: When the budget is driven by student enrolment and
there are a number of fixed-cost areas, I sat down and just
drafted the existing costs, what last year’'s costs were, looked
at what areas were in the red, in the black, whatever here, and
then attempted to look at past cost increase, broke it down,
took those areas that cannot be touched 2s they are--student
desk grant, or it's a capitzi equipment grant or a non-capital
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equipment grant or a telephone subsidy, etc, After taking
those items and filling them in, staff received a copy of the
budget at staff meeting,

Again, the three principals agreed that small schools can be at a
disadvantage at budget time. As in all other areas, their budget is too

small to allow for flexibility.

Craig: I suppose, diseconomy of size and the fact that small
schools really haven’t got much leeway in any funding or
staffing or any area at z11, It limits the depth and scope of
administrative-task operationalization, and we're attempting to
meet as many needs within that reality. There's not a lot that
one can do. Central Office is aware, is attempting to provide
some assistance for next year, and they are providing limited
assistance this year.

In urban or suburban settings schools do have an oppertunity to
share resources to some extent. Sharing is less of an option in rural
areas and would be almost out of the question in really isolated schools.

Beryl: This whole area of the city, tha schools have tried to
sort of pool their resources to accommodate these kids with
special needs, so that if I have three system classes of this
particular grouping of children, another school will have two
classes of a diffarent special needs grouping.

Principals in high socio-economic areas are obviously at an
advantage over principals in less affluent areas at budget time. Their
parents are able to provide more financial assistance, especially when
new programs are mandated and budget allocations fro: boards are

inadequate.

Amy: In corms of the music program and the Musicanada series
being recommended, it's a very costly item: It's about four
hundred and fifty dollars for a class set of twenty-five texts
for each grade level. Our parents did the fundraising, and we
have purchased grades two, four, and six, so they have given us
fifteen hundred dollars to purchase those textbooks. The music
teacher feels that we could use the grade two for grade one and
two, the grade four texts for three and four, and the grade six
texts for five and six.

Beryl: That’s how you got around that particular one.

Amy: Right.
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Amy probably received that additional funding from ppronts,witﬁ little
effort. Principals in less affluent areas would probab}y b§ d@ciding
whether they could afford to purchase anything for the new music program,
and if they did, they would be deciding which other area of their
operation would be cut to pay for music,

The following quotations from interviews with Beryl and Craig
indicate that there is a differsence in their parent groups' ability to
assist the school financially. Such differences cause differences in
principals’ tasks.

Researcher: Two working parents or normally one?

Craig: A high number of two-parent working fmailiss, yes. And
what I find is that one of the spouses is working Tor personal
gratification, as a break, as a way to supplement the income
for vacations, etc.

Beryl: As far as the community is concerned and the needs of
these children, these are psople who are homeowners, probably
budgeted fairly tightly; they don't have a lot of extra money
and yet are very supportive of the school,

It would appear, too, that elementary schools may be at some
financial disadvantage when compared with secondary schools.

Craig: The Elementary Principals’ Association has made
prasentations in the past with respect to the budget needs of
the elementary schools, as the secondary principals have
received through Alberta Education a grant through the Learning
Resource Distribution Centre in the form of a credit towards
purchasing materials. We do not have a grant; therefore, we
have serious problems at the elementary level,

Researcher: Craig, you made a comment that in your system
there’s some discrimination against elementary schools as far
as funding’s concerned, that high schools have access to
additional funding.

Craig: Not only at the system level, but also in terms of
curriculum resources at the provincial level. -In terms of
elementary, our grants are tiered, so our student grants are
not consistent from elementary and junior-senior, so that
creates a bit of a concern. We also don’'t receive the same
formulas for coordination time at the County level.



There are a number of aspects of principals’ jobs in this area which

are affected by environmental factors.

In large schools, principals can delegate some of their

responsibilities.

Beryl: I put a lot of trust in my custodial staff in terms of
the physical plant, I try and make a fairly regular check,
just to see if things are done, and I can do that without
really even having to meet with those people., You learn to
pick up on a few key spots that'1l tell you whether everything
that you need is there. So that area, again, doesn't take as
much time, because you've put those kinds of responsibilities
on someone else.

Whether a school is filled to design capacity with children from the

immediate area, or not, also affects a principal's role. Suburbia is

filled to capacity and has three demountable classrooms in use.

Beryl
also

like.

Baryl: We're a bit crowded here, so space is a bit of a
premium, so we do have to be a little careful about what we
book. The staff have gotten used to the idea that if they need
a space, of checking batween people in setting it up
themselves,

has had a store ioom converted to a computer laboratory but would

1ike a mathematics laboratory, a feature that the staff would also
"Our biggest difficulty here is lack of space,"” Beryl said.

Craig: Again, as a former elementary-junior high here, we have

a small enrolment. We have a lot of time to utilize the

gymnasium; it’s not booked a lot of the day. The computer

room, there’s lots of time periods available there. Staff
inform the secretary, and then it’'s just forwarded to us.

Bruad Meadows also has separate rooms for science and art. Further

classrooms are being set up for use by an outside organisation.

Craig: I was approached in February as to whether we would be
receptive here to having the County Retraining Program

operating in the school, and in terms of the school utilization
factor that’s a boon to our longevity, reducing the cost to the
system. I view that as a positive use of our rural school, and
it would also have spinoff with regards to after-hours use, in
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other words, maximizing the rural school setting by encouraging
after-hours use in the community, as well as through municipa)l
and corporate ;taff.

Amy: There's another unique thing about Riverside School. I'm

?gre we're the only school in the system that has a waiting
st, - ‘

Researcher: For students?

Amy: We have a good reputation, a strong staff, good social

services that extend from the school in terms of a day care and

after-school care.

The Riverside School building is full, but it accommodates a
day-care centre, and over half of the children enrolled come from outside
its own feader area.

A rural schoo! can become a real community centre. That, too, makes
changes to the principal's bahaviour.

Researcher: You mentioned earlier, too, that it's sort of the
community centre.

Craig: It is. The number of community meetings, the school
grounds are used extensively by various groups. We have
various baseball teams that use the diamonds here; the skating
rink is used regularly by various groups; our gymnasium is used
by the Broad Meadcws Square Dancers; we have the various choir
groups in the area that utilize the facilities. Broad Meadows
as a community is caught up in the Broad Meadows School plant.
Researcher: So as a principal in a rural school, you're close
to all community activities?

Craig: VYes, you wind up being drawn in. You wind up being
invited to square dancing here; you wind up being invited
to--"We're having baseball; do you like to play?” And these
kinds of things, which has a tremendous carryover towards the
relationships with the parents and the kids as an entirety
here, which is great. There’s a lot of positive relationships
here.

1 included bussing under “"facilities management” because it seemed
the most appropriate theme to cover this time-consuming aspect of some
rural principals’ roles.

Craig: Bussing is a wonderful joy in a rural setting
[sarcasm]. It causes a tremendous amount of challenge. While
bus routes for elementary students, excluding the Early
Childhood Services, are developed by Student Transportation
Services, which is Central Office directed, one deals a
tremendous amount with student discipline problems. One



becomes very aware of differing bus driver expectations and
approaches to student discipline and school-community relations
and parent-student interaction; interpersonal skills become
pretty crucial.” One does some firefighting in that area.’
Actually, bussing takes a tremendous amount of time and energy
in a'rural setting. ' Parents are concerned, "Well, there's a
birthday party. ' 1'd like Johnny to go home on another bus."
That causes concerns: You’re running things by bus drivers,
keeping tham informed. Is there a note? Oh, my goodness. One
is involved in conflicts between bus drivers, which is
interesting, too, where bus drivers are having conflicts, and
there are attempts to draw you into it as a principal, as if
you wished to be the mediator in something which is beyond your
control,

Researcher: How many buses do you have feeding into here?
Craig: Seven, seven at this time.

Researcher: Do they tie up with any other schools anywhere?
Craig: VYes, they feed up with a number of junior highs in the
area and transfar points in town, including one of the high
schools, so we do fead in on a number of various . . . . For
example, in the morning we have a number of junior high
students that are dropped off here and wait for their bus,
which involves supervision as well to some degree. One also,
then, has problams that when they get off the bus, they decide
it’s time to go for a smoke behind the skating rink shack, so
you have to address some of those concerns and forward that on
to one of the junior high principals. So bussing is a lot of
work. In the Early Childhood Services program you, as
principal, the ECS teacher, and the ECS parent volunteer
transportation coordinator become intimately involved in the
various Range Roads and where the kindergarten bus can turn
around and whose yard they can back up into without having a
concern and circling areas and trying to reduce dead miles. No
one gets paid for dead miles, so it becomes a major task
attempting to come up with a bus route that gets students home
in a time period when a babysitter is available to look after
them.

Researcher: So you're involved, then, in the development and
revision of bus routes?

Craig: VYes. In fact, we're also consulted on the existing
Grade One to Six bus routes. With regard to student health
concerns, that many times involves reviewing with one of the
bus drivers the need for change, running it through the Bus
Transportation Supervisor at Central Office, distributing
letters home to parents explaining the need for bus route
revisions and the effective date for the revision to take
place. You not only have those kinds of things, but you've
also got students that sometimes miss the bus, think they're
going to be getting a ride home, they forget their notes, so
you wind up having phone calls being made, or students getting
lost on the bus with the smaller kids, or taking their bus
number on their 1ittle lapel and going out with them and making

164
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sure they make it to the bus, making sure that they're
comfortable.

Craig: My discipline burden more is in the area of bussing,
and that creates a tremendous hassle. As a matter of fact,
that was why I was late [to this meeting]. That's constant:
phone calls at home. I had two calls last night, one from a
bus driver and one from a parent.

Staff Supervisor

Each of the principals found probleﬁs finding time to carry out
staff supervison adequately. There was soms evidence that it is more of
a problem in small schools, and this makes sense, where the principals
teach and have little time to observe teachers. It seems that it might
be more of a burden to elementary principals than to secondary principals
who have a more generous senior staff structure and can use senior staff

to sypervise.

Researcher: VYou talked about a problem with regard to staff
supervision. I'm not sure whether you're saying it's a problem
to get the time to do it or whether it's some other problem
that you see.

Craig: It is a time problem; it's a time problem. And I've
informed Central Office in September of the concern, and 1
requested additional admin. time.

Beryi: Our own Board has said, you won't be evaluated by
anybody other than the one that you report to. So in high
schools the department heads are evaluating their teachers.
Here, of course, the staff would all report actually directly
to me. I would not do the evaluation on my second custodian;
that would be the responsibility of my head custodian. As it
turns out here, my secretary is not responsible for the aides
and the technicians; they all report to me, as well. So in
this school, as I say, it happens that it would be all direct.
I think what you really need to do is to look even at an
elementary school, if they're that big, to look at the
equivalent of what would be a curriculum co-ordinator or a
department. head type of position, and 1 think that that would
be a very legitimate route to go.

Again, a major difference caused to a principal's work as staff

supervisor depends on the educational jurisdiction in which the principal
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works. Tha fo1lowing lengthy quotatipn highIigh;s the differences
between the two systems involved in this research.

Researcher: It would seem that there's quite a bit of
difference between Metropolis Public and Grasslands County in
the format of your teacher evaluation. ‘Amy and Beryl have to
send something in every year, and, Craig, you've only got to
send something in every second year.

Craig: Every second year, except Part One is retained in the
school,

Amy: So do you do half one year and half the next and half
when you . . . .?

Craig: Everybody’'s done on an ongoing cycle. You're either,
one, exceeding system criteria; two, meeting it; or, three, not
meeting it, and, consequently, you have a professional growth
plan with dates, times, follow up, etc. I don't know what your
policy is, but of all evaluation instruments, etc., the
original is retained by the teacher, and a photocopy is
retained by the admin., copies of averything are acknowledged.
That's how it goes.

Beryl: And then we ask our staff if they want those included
in their records in the file office . . . .

Amy: Personnel files.,

Beryl: The Personnel office. Most times, particularly if it’s
a positive one, they'll [staff] want that.

Craig: Growth plans are retained in the school indefinitely.
The others are portable.

Amy: Ours are portable in all instances, except if the teacher
wants them sent down to their personnel file. What happens in
the growth plan, it’s between you and that teacher, and I as a
principal, if I leave Riverside, I can take all those
photocopies with me. If the teacher chooses to show the new
administrator coming in, that's what happens. That's what our
personnel officer told us,

Craig: Ours stay in the school.

Beryl: Ours don't.

Re:earcher: They belong to you, as principal?

Am; - And the teacher. And if the teacher chooses to share it
witii the new administrator, they can. Or if they choose to
send it to the personnel file, which is accessible to al)
administrators.

Part-time teachars. Having a significant proportion of part-time
teachers on staff appears to be a two-edged sword. Their expertise in
specialist areas can be invaluable. On the other hand, organising
meet ings, actueily meeting with individual part-time teachers, or

organising mutually acceptable work schedules can cause headaches for the
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principal,

Craig: Being a small school with twelve staff, and six are
part time ranging from point three to point seven, it
oftentimes bacomes quite difficult to co-ordinate everyone's
agtendance except at staff meeting days and on division meeting
times.

Craig: Out of twelve staff, I have six part time. They range
in time from point three to point seven. People here in the
morning that I cannot normally see when I'm in class. One
meets before class, at coffee break, lunch, phone calls; it
makes collective meetings quite difficult, except for paper,
and you limit that. The more papar there is, the higher the
frequency of not being aware, so you keep it to & minimum,

Amy: 1 have three part-time people--four, actually, bacause my
kindergarten teacher is half time. They make it a point to try
and come back to meetings, and ! appreciate that. However, one
of the things about having part-time people--and I spent all
last night--is they want to work part time on their terms only.
Craig: Limited participation in extracurricular activities,
etc.?

Amy: No, they will do that, but they want to work part time on
their terms only. This morning I finally met, and I said, "I'm
sorry. I have taken some of your requasts into consideration,”
1ike, "I'd Yike two days off if I work half time; I'd like to
work two-and-a-half days: two full days and a half day.” One
gal said to me, "But my babysitter only will babysit mornings."
She hadn’'t told me that before. And I may have tried to work
it in, but the way it is, I have an Extended French program and
a Music program, so that has to go across five days, the way
it's structured. And I finally said to them that "I have
children and programs to consider first. 1 have taken all your
requests into consideration and tried to do the best for vou,
and you either accept it the way it is, or I will have to just
find someone else.” And, I mean, it's for a position that is
point nine seven five. It’s almost a full-time position, but
there are three people involved, and I would be better off
getting someone in almost full time. But the other problem is,
these people are too damned good not to consider some of their
requests. But I can’'t meet them all.

Craig: That's right. You're really weighing the problem.

Amy: I've bent over backwards for these part-time people. My
philosophy is that if peopie are happy at home, they're happy
in scnool, and they do their job better, but I can’t solve all
their problems for them. . . . But they're good teachers,
excellent teachers, outstanding teachers, and I don't want to
lose them. But I can't solve--I have broad shouliders, but I
can't carry everybody on my back!



Public Pelations Officer
The data suggest that principals’ interactions with their

communities are affected significantly by environmental factors,

particularly socioc-economic and educational levels of parents and the

school location.
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Parental expactations. It seems that parent expectations of schools

are higher in areas with high socio-economic and educational lsvels,

Although Suburbia is not a low socio-economic- or educational-level area,

it seems that parent expectations thare are not as high as they are at

Riverside or Broad Meadows.

Amy: Parents care about the well-being of their children, the
acziamic well-baing of their children; they want to know what's

happening with them at the school.

Researcher: What percentage, would you say, of your children

are from two-parent professional families?
Amy: Probably about ninety-five percent. When I'm talking

about two-parent professional families, they're not necessarily
biological parents, but they are two-parent families. We get

very few single-parent families.

In fact, Amy feels that she needs to keep the children involved in

educational activities that take them beyond the expectations of the

provincial curriculum.

Amy: In the past it’s basically been utilization by the
Faculty of Education and Phys. Ed., but now we look at the
university as a resource that benefits us, too, and they’ve

been very co-operative. So the parents know what’s happening,
and that’s very positive, so they don’t become as meddlesome.
I think maybe in that sense we try to keep one step ahead of

them so they don't ride us all the time. But it’'s very
rawarding for us, too.

Craig sees Broad Meadows' parents as demanding, but seemingly at a

somewhat lower level.

Researcher: Are the people on acreages mainly
professional-type people or what?

Craig: In this area, this is a suburban-rural, middle-class,
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upper-middle-class area. The parents are generally we))

oducated. The SES variables here would be pretty high, very

demanding of the school and the programs. 7
There does not seem to be the expectation that the school will extend
students beyond provincial curriculum levels as is the case at Riverside.

Researcher: I was wondering whether possibly the way parents

relate to the school is one area that's seen as a bit different

about a high SES, low SES.

Craig: I'm not sure, except in the area that I know of the

expectations and demands, that the school should provide

rasourcas that the students are expected to be successful, that

the remadiation and assistance be provided if necassary,

There's an emphasis on academics here. I don't know whether

that’s so unique to a rural setting or to this setting., 1

would say in this neighbourhood, economically parents value the

educational expsrience. Yes, I guess there is a difference, if

I can compare it with a less-advantaged area.

Beryl sees the Suburbia parents as generally accepting the levels of
education provided by the school.

Beryl: I don't see the pressure here that perhaps you people

have in terms of the high expectaticns, other than a few

parents. They pretty much accept what's going on as being the

thing.

Amy's comments suggest that the parents' high expectations put some
pressure on principals to be actively seeking ways to improve the
educational offerings of the school. That feeling is also supported in
the next section of this chapter.

Levels of parental involvement in schools. Each of the schools
enjoys a high level of parent involvement. Howaver, thare is a
difference, perhaps only a subtle difference, in the depth of
involvement, apparently dependent upon the socio-economic and eduational
levels of the parents. It seems that the middle-class parents are
happily involved in volunteer work in the school, while the more highly
educated parents want a say in curriculum matters.

The levels and types of involvement that parents want in schools
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have significant bearing on principi! bshaviour, ff principals want to be
effoctjvo. poryl's comments are particularly salient, as she has
recent 1y moved from a8 school with high socio-sconomic and educationa)
levels to this middle-class school. She sees differences.

Researcher: It seems to me thare is more of a--the parents are
willing to be involved with more of a physical help than a
mental involvement,

Beryl: Here they've asked that they just call the Parent
Advisory Committee, and they wil) meet about four times a year,
and it's usually to discuss, say, a fundraising event or to
work on the budget items and so on, which they'va had soms
prior information on. And the message has been really quite
clear, that thay would rather not have too many meetings and
that they were quite happy to be informed by newsletter, and
they seem to be reading them,

Beryl: There are parent meetings to attend. We don't have
right now a very official Parent Advisory group. They have
some officers in name, really, only, but when those meetings
are called for discussion meetings and so on, it's done by
myself. Parents are invited to come.

Beryl: I also gave that kind of a questionnaire [regarding
budget) to the parents . . . . What do you like? What would
you changa? And what do you see as some of the things that
need addressing? And the response was not great; there weren't
a lot of those responses that came back. But I really fee!l
very strongly that if they had had major con.arns, they
definitely would have used that opportunity to have said
something. So it's quite different [from my last school in a
high socio-ecoromic area) and, of course, quite a different
setup, and then they don't have any input into the hiring of
staff or anything like that, like the parents did over there.
Researchar: Some pluses and some minuses in the differences?
Beryl: That's right, that's right. I often would like to
think that parents would react maybe a little more to
curriculum or to strategies, or at least maybe not say that
they really wanted something different, but were willing to
say, “Well, why are you doing this?" or "Could you explain to
us why this particular procedure works batter than another?” I
suppose that could be a nuisance, too, but I like to think that
they would question what we do. At any rate, that’s the kind
of parent involvement we have here.

Researcher: How do you find it? Do you enjoy it, or do you
miss the parent interaction there?

Baryl: There are a lot of parents; that kind of interaction I
actually miss, and yet I see the way the parents are being used
here in terms of the volunteers and so on, that it’'s a very,
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very meaningful thing. I know that my teachers appreciate it
extremely, and these paople have been committed in such a way
that we know that every Tuesday morning these are the parents
that are going to show up, or whatever day it happens to be.
We've even got a few grandmothers that come in on a regular
basis, so it's a good feeling.

Researcher: One of the things we've talked about a couple of
times is the difference in the pare~t involvement. It sounds
1ike it might be a fairly subtle ditrersnca between here and
your last school, but I think--let me put it this way: It
sounds as though at your previous school, particularly with the
Faraway group, those paople waere very involved in saying what
sort of program they wanted, and I think you probably get that
at Riverside., Hare, the parents are simply not saying that;
the parents are saying, "We'd love to help."

Beryl: That's the way ! see it here. ‘
aascarchor: That's sort of more physical help than mental
elp.

Beryl: That's right. I think, from what I've seen so far,
they actually have it. They have a mother who is called a
Parent Volunteer Coordinator, so that if I need something done
I can call her and say, "I need three parents,” and she'll
round them up.

At Broad Meadows there is still a strong voluntwer parent group, but
there is also a hint that parents want to become involved in developing
the program.

Craig: We have a matrix of parent volunteers for each room,
what they're into, and whethar they're interested in certain
grades. It's colour coded and everything else. We just pick
those up and carry them through the school. Going through the
parent group, they love being called, and so it's gone over
wall. We do our own questionnaire, too.

Researcher: Similar, I think, involvement with the programs--
in yours. You [Amy] mentioned rechannelling energy and the
science program. Craig, you mentioned one parent who thought
thers should be more track in the school, and when she found
out what was involved in doing it, she didn’t really follow up
with the offer. [Laughter]

Researcher: Do they want to become involved in telling you
what your programs should be?

Craig: I’ve had one situation where a parent would have liked
to have had a more vigorous track team that would stretch
throughout the entire school year. I viewed that as a real
positive. I said, "Great! We'd really appreciate your help.
Would you like to volunteer and become the co-ordinator?” And
she said yes. We’'ve sent the information to her, and w2 have
not yet received a response. It’s a little more complex many
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times than what people appreciate in terms of developing
training schedules and timetables and arranging parent drivers
and getting parent consent forms, etc. That's been the only
area where there has been a parent concern to say, "Hey, I
would like to see this offered.” It was explained what kinds
of factors were involved, that it bacomes progressively more
difficult to ensure student attendance and commitment, as other
programs in the school are taking place, such as our music
program, our science fair, those kinds of areas.

Amy: Those are decisions we make here, and we're not going to
be put in neutral and steered around . . . . We have to stick
by our convictions very strongly. In terms of parents, we've
had to learn to rechannsl energy, and in that we've dona the
education forums for parents. What I've also tried to do with
our parents is educate them in the ways of the Metropolis
Public School system. Each school has a key communicator, and
I really push my key communicators to attend the public

maeot ings,

Amy: And the other thing that, for the last two years, has
been a highlight is, the Home and School has put out a
newsletter called Parent to Parent, and they've highlighted
staff, through staff profiles. They've encouraged parents to
bacome involved in various programs for parents that are
offered after school here and by our Centre for Education.
They've had question-answaer things in that newsletter: What is
extended French? for instance, in the newsletter. And the
parents will come and interview one of the teachers, and the
response is printed in the letter,

Parents as partners in education. I see this arsa following similar
lines to preceding sections. It seems that Suburbia parents are
compliant, rather docile partners who are more than willing to help in
any way in which Beryl seeks their assistance. This can be a partnership
which is extremely beneficial to the school, and possibly a more
comfortable partnership for the principal to live with than what Amy
experiences at Riverside. I see Amy having to hold the reins of
leadership firmly to provide some direction to parents who are eager to
take the bits between their teeth and race off in various educational

directions. Craig seems to sit somewhere between those two positions.



Beryl: Teachers have developed volunteer programs within their
own classrooms, where they have committed parents who will come
in on a ragular basis to work with the children, to do xeroxing
or chart making or bulletin boards, all of those kinds of
things. Again, I think they're telling us that "We accept what
you're doing as okay, and this is how we can support you and
give you more time to work with our kids.” I don't think that
thav would hesitate to let us know if they didn’'t like
samething, and they're given that opportunity.

Beryl: This group of parents has been very, very supportive in
terms of some fundraising and volunteering, those kinds of
things, but have really indicated to me that, unless there's
someth’’ - really important, they'd just as soon not have
meeting. "If you've got somathing very specific that you want
me to do, whather it be sewing choir capes or if it's coming in
xeroxing, or whether I need some help with a one-on-one with a
student, no matter what the volunteer area is, we're there to
do it for you. But we'd just as soon avoid meetings.”

Craig: The Parent Association prosident and the executive are
in and out of the school on a regular basis, almost daily.

They volunteer in the school. Any concerns, any comments are
broached with me. We sit down together and plan parent
meatings; we davelop a joint agenda. The feadback is positive.
It is a teoam approach, and that’'s not only with the parents,
but also with staff. It's attempting to develop that sense of
community that I think focuses and benefits the kids.

Amy: First of all, the children’'s basic needs are met; we
don't have to worry about food, clothing, or shelter. In a lot
of instances their emotional and social needs are more than
met; sometimes children are overinvolved and overindulged, and
I guess sometimes that can he a problem, and we discuss that
with parents, where there’'s got to be a balance.

Amy: We have a very active Home and School, and they like to
give us advice about what priorities the school or what
direction the school should be taking, As a principal, that’'s
a very difficult position to ba in, because if you're going to
say yes to anyone, you probably will be pulled in a hundred and
thirty-five directions, because there are a hundred and
thirty-five families. You have to be very careful. I spend a
Tot of time with parents telling them that they are an advisory
group, and I will consider their advice. However, I am the
professional, and my teachers are ths professionals, and that
when it comes to school organization and planning for learning,
we do the best we can with the knowledge we have of the
children. They can accept that. You also have to be very
careful there, too, and sometimes you have to be honest about
the advice they give you and accept it, because you want a
partnership in education, &id if you keep listening to them but
never taking their advice, it becomes another "Oh, well, here
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we go again,” One instance was, we have a very high number of
professional women; you know, being two-parent families, half
the families are women. [Laughs] They had some concern about
women in science and technology, and what kind of a program
were elamentary schools promoting in science? It was minimal
and not strong, and for two years we took science as a
direction for this school, and our kids are pretty wise. We've
also had those parents participate in demonstrating their
expertise as scientists to the children in the school. So it's
working, that partnership.

Parents coping with problems. There are indicaticns that parents

with higher socio-economic and educational levels are more able to cope
with their own problems and less likely to bring those problems to the
school. On the other hand, dealing with problem parents who are wel)
educated is not an easy matter for principals, either.

Researcher: You also said, Amy, that you felt the parents were
much more able to cope with problems.

Amy: Yes, I think they have the resourcss; they have the
financial resources and the human resources and the knowledge
to know where to go, whereas I was in a lower-income school, or
the people coming to it, and they didn't quite have the
financial resources . . . .

Beryl: And that's more the case here.

Amy: . . . or sometimes the familial support to back them up,
not that they didn’'t want the help, but sometimes that the
school was the only place they have to go for help because they
didn't know where else to gn.

Researcher: When a lot of parents are university professors,
they know who to go to.

Amy: That's right. They access; they help themselves, and
they have the money to pay for it. It's not that, say, Bery]
at this school can’t access the help, because we have excellent
consulting services in terms of social workers and raading
specialists and psychologists; it’s just that sometines access
isn't immediate.

Amy: I did have an abused child from a double-Ph.D. home--the
only difference is, they cover it up better.

Craig: More sophisticated cloaking.

Amy: And they get out of it better.

Craig: Oh, yes, adept.

Amy: That's right.

Craig: A master wordsmith.

Amy: If you're not strong as an administrator, I would have _
quit, but I believed in those kids so much that I didn’t. The
father called me up, and he accused me of slandering the home,
said it was none of my business. I just stood my ground, and I



said, "I'm sorry. I'm concerned about your children: It's
affecting your children in school,” One was coming with
bruises as well, One had also told me that the parents have
separated and the father was emphatic that they were Viving in
a one-family home, Two weeks later he did call me back, and he
did say that, in fact, they had not been living in the same
home for months., He, in fact, liad tome. I didn't cal) him a
1iar; 1'd love to have called him a liar.

Craig: You just say he rearranges the truth; that's one we use
all the time,

Amy: They're more adept at trying to hide the problem.

M . Data gathered support the

generc1ly accepted belief that the rural school can be the hub of the
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community. Where this occurs, the principal will need to be turning at

the same speed as the rest of the wheel, or much faster if he or she is

at the rim rather thaii the hub.

Amy: At Riverside I'm not so much invited as I drop in. If
I'm working at the school and there's a soccer game on the
field, I go out and watch the little guys and talk to their
parents, and then I go into the school. We do have a unique
population in that over fifty percent of our kids don't live in
the Riverside area.

Craig: Bussed?

Amy: No, they're driven in. Their parents work at the
university, and the social services at the school are excellent
with the daycare and an after-school care, and so we have kids
from the furthest north to the furthest southeast and the west
end of Metropolis. Because parents want to maintain some sort
of relationship with the Riverside School, often their kids are
registered in the Riverside Community League games, so they do
come back to the school,

Researcher: I think there is that difference with the country,
that the school is really the community centre, where the
square dance people meet and everything’s . . . .

Craig: Square dance, the hockey, the fastball, the community
soccer; everything really runs around the school. We've got
all the community notices, because it's right there at the
school.

Beryl: That's a little bit true here, too, because we are much
more a community school in that sense, and I have a key to the
skating shack, the rink shack, and that sort of thing; and the
gym that’'s used here avery night from five to ten, it's all
community league activities.

Researcher: So it’'s more of an ownership and a community
centre than you get in the city, even though you might have a
community school in the city. It's not really the hub of the
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community that a school in the bush is--not that Broad Meadows
is the bush, but . . . . C

Amy: Of course it is! [Humour] No, the malls are here,
Researcher: VYes, I think that was the point you made, too,
Craig, that kids can't go down to the shcp after school.
Craig: A Yot of the parents moved to Broad Meadows because of
the rural environment--to get away from city problems.

Amy: But I'm not being facetious; I really am not. This new
mall right here, near to this school, actually has community
gpace in it and reading rooms, There's a swinming pocl in that
whole area, so basically . . . .

Craig: For organized activities, yes.

~ Amy: VYes. And, being facetious, the mall is the centre
of--gven in my off-working hours.

craig: I would say one [differance] would be the -intensity and
regularity of parent involvement. Pa-ents get to know you;
they're familiar with you as ar individual. They come in and
they talk to you about the school vision, where the school's
at, what they'd like to see offered. :
Rasearcher: Why do you think this is specific to this type of
school?

Craig: I think there's an ownership here due to the close
community ties with the school, the stable parent-school
environment. Some of the students, thair brothers and sisters
have ?one through here; their parents have attended this
school.

Craig: There's a real accessibility here that I think is very
strong. There's an intense interast and a commitment to the
continued well-being and existence of this rural school
setting. It could well be driven by the fact that there has
baen a number of perceived threats to the continued well-being
of the school. Parents feel comfortable here because they do
not perceive the threats of the urban environment: We don’'t
have the amenities such as the snack bar, the 7-Eleven, the
video arcade in this environment. Students are captured from
home onto a school bus, parents pick them up, and when parents
pick their kids up they come into the office; they sit and have
a coffee, visit with staff.

Craig: I went to a baseball game last night; I went to another
one--1 wind up being invited to the square dancing and wind up
being invited to all the activities, and you make a point, you
are there. You're invited; you're expected to be there, and,
yes, you are there. And what it does, it brings about a lot of
rapport, good things, with the kids, too, and parents,

Researcher: How would you describe the parent involvement in
this school?

Craig: I would say it’s vigorous as emergent issues develop,
whether it be the Energy Resources Conservation Board and the
powerline issue, whether it be the proposed dump site of last
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year by the City of Metropolis, whether it be a changs of
Junior high boundaries, which Broad Meadows is a feeder school
for.. Those kinds of issues generate a tremendous amount of
parent activity and involvement in short order.

Researchar: I was taking a Yook at one of the other schools in
town, too, that was in the same boat. The principal has to
develop strategies to help the community keep its school open.

Craig: Right,
Researcher: Even though you know it may not be economically

viable,
Craig: And, in reality, it isn't. That was acknowledged at

one of the boundary meetings, that the board supports our rural
schools, rural neighbourhood schools, and consequently they are
prapared %o keep this school open. S§o in many ways it is a
political initiative to maintain the school.

Craig: This school exists, in my mind, not due to its economic
viability, but more to its service to the public, to its
publics.

Studeat Developer

As could be expected, this is another area in which environmental
factors affect principal behaviour.

Coyngelling students. Each of the principals in this study placed
high value on counselling to assist individual students. There seemed to
be little evidence to show that principals’ counselling roles varied
greatly depending on environmental factors. Some minor differences did
emerge. It appears that principals in smaller schools may have to do
more counselling than their colleagues in larger schools. Principals’
counselling roles vary according to their school jurisdictions’ policies,
and secondary school principals may have less personal involvement in
counselling than do their elementary school colleagues.

Researcher: With Amy and you, [Beryl,] we talked a lot about

counsellors. Craig, you’ve got a point five counsellor on

staff, even though you're a small school. I was wondering, is

that by staff choice, or is that a county policy?

Craig: That's county minimums.
Researcher: You made the comment, Amy, that you’d love a



counselior, but you'd have him for such a short time that you
really wouldn't get much valua, bacause you would have had to
address the problem yourself before the counsellor showed up.
Amy: That's right. Also, I think there's a philosophy in this
systam of preventative rather than crisis counselling, so they
want to use the proactive Affective Education courses. And
Just bacause we don't have a counsellor appointed at our
school, we're on a guidance and counselling initiatives
program, where we're learning hnw to use the Affective
Education programs in the classroom, and that has worked very
well for us. We've also had greater access to community
resources, the unive:rsity clinical . . . .

Craig: The testing center?

Amy: Not only testing, but they do counselling.

Baryl: And the walk-in ¢linic.

Amy: They do counselling as well., So with the type of
children we have, their basic needs are all met, and in a lot
of cases they're very smotionally stable. In the five years
I've been at Riverside, we've had two casas of crisis
:ounse111ng, 80 it's depandent on the type of population you
ave,

Beryl: Very much so.

Researcher: Beryl, you're having yours half time on staff next
year?

Baryl: Actually, I think we've going to ba very fortunate:
" We're going to have someone on staff who is a counsellor plus
will be full time at the school, so we're on our way., And
we're looking at all of these programs &s well. We've been
doing Living Skills this year.

Craig: Our elementaries [schools] all have a minimum of point
five. When I was at a larger school we had one and a half
counsellors., Again, it is triggered by enrolment, but that's a
minimum, but we're into the Affective Ed. in the room too,
Beryl: Ours has been a budget item, because, obviously, if we
pay for a point five counsellor, then we either have to
increase our class sizes, and for the most part it's built in.
Craig: VYes, that's right.

Researcher: Just staying on the counsellor for a while, do you
see the size of the school affecting the way the principal
works because of having a counsellor or not? In your case,
Craig, it probably doasn’'t, because you've got them built in.
Beryl: Well, I think, probably, like Amy, that counselling
isn't something that can just happen on a regular plan; it
needs to be done sometimes instantly, sometimes a very much
deliberate kind of thing over a period of time, so, unlsss
you’ve got someone around all the time, what happens then is
that the principal becomes that person who has to intervene or
"has to take on that role. And I think that that’s what's
happening, if we take a look at the counsellors within our
system, are the ones that identify counsellors: they all have
asterisks beside them, because they’'re also principals.

Amy: That's right.

Researcher: From your knowledge of the systems for here, would
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you see a big difference batween elementary and high school
with the principal's role in counselling? ’

Beryl: Well, I would think so, because if you take ths junior
high next to us, they have a full~-time counsellor, and I think
that that's the case with most of the junior highs. Again,
numbers would have some effect on that, but most of them try
to. What they've done here as well is that, like with my
neighbouring high school over here with their headmasters and
some of the others with their assistant principals, they're
assigned a certain number of students in the school who are
their reasponsibility, and so that takes part of the counselling
role with children, but there is a counsellor as well,
Researcher: So thare might be more of a difference between
alementary and high school and . . . .

Amy: Junior high.

Beryl: Very much so.

Orqanisational flexibility. The data suggest that big schools have

more flexibility to offer more appropriate education for individual

students than do small schools.

Researcher: Did you find, Beryl, when you moved from the small
school to the big school that you just had that extra
flexibility where you can do a bit more for kids as a whole?
Beryl: Definitely, just in the sheer number of people that
there are to do all of the different jobs, and you can do
different combinations of students.

Amy: Ge-ting back into small alementary schools: In terms of
students and teachers, teachers have no choice but to accept
some students in their classrooms, and students have no choice
but to accept the teacher that's there; there isn't that
flexibility for movement.

Researcher: So you've only got one Grade One class; the
teachers and kids have no choice.

Amy: One of the things that I'd like to pick up on what Beryl
said, in terms of flexible organizations for student learning:
In a small school like Riverside, kids have to be together
because thera is only one grade at each level, and it can be
good in a lot of ways, but sometimes there are some
combinations that just don’t work. And in a large school you
have the flexibility to do appropriate, or more appropriate,
organizations to meet individual needs, whereas in a small
school that doesn’t happen as easily.

Researcher: Separating kid from kid or child from teacher in
some cases.

Amy: That's right.

Beryl: Right. :

Craig: You find your kids are going from one grade to the next
as the same core group?
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Beryl: Yes, yes.

Amy: And in the case of--well, I'm sure that happened at your
other school, Beryl, but n our case some of those kids have
been togethar from the time they'r-e two-and-a-half years old,
because thoy came across the hall from daycare into
kindergarten, and now they're graduating from grade six. Our
first daycare babies are graduating this year.

Dealing with bright children. The data led me to believe that

children from areas enjoying high socic-aconomic and educational levels
perform better educationally than do their age peers from less affluer:
areas. Principals in the former type of schools need to ensure that
their educational programs are different from those in schools where
children perform at, or below, prov:ncial averages.

Amy: We just got our results from the Canadian Cognitive
Abilities Test, which is an 1.Q. test, and the system average
. « . was about a hundred and six right across, and at
Riverside the average is over a hundred and twenty in all three
areas. Those children need to be challenged. Otherwise, you
get the behaviour problems.

Amy: "Riverside kids are sassy. They’'re always asking
questions.” And I thought about it and, yes, they are, but
they’re genuinely curious, and you have to be able to tolerate
that,

Amy: I'm very supportive of what they do in the classroom, and
being specific to Riverside is that if we taught the basic
program of studies as outlined by Alberta Education at this
school, we'd be in trouble, because our kids are in a lot of
ways very gifted children, not necessarily all the time
academically, although a lot of it is, but we have some very
talented children in music, in theatre, and the teachers have
been very attentive to their needs, and they’ve enriched
programs.

Amy: We've tapped the university resources at the Faculty of
Engineering this year--the grade fours are doing a unit on
inventors and inventions, and we have asked people to come
forward and identify themselves or parents to help identify
researchers and inventors there. And we're sending them out
now in May in groups of four to research labs, different
inventors, a man that works with lasers and has retained a
patent lawyer, so it's very interesting. In the past it's
basically been utilization by the Faculty of Education and
Phys. Ed., but now we look at the university as a resource that
benefits us, too, and they’ve been very co-operative. So the
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parents know what's happsning and that's very positive, so they
don't hecome as maeddlesome. 1 think mayba in that sense we try
to keep one step ahead of them so they don't ride us all the
time. But it's very rewarding for us, too. Zoology had an
expert on primates as a guest at the university lecturing their
students, and we got permission for one of our little grade
five boys who was doing an independent study on chimpanzees to
attend his lecture, and it was great.

Students' results in external tests also generate differing work

loads for principals.

Craig: VYou probably are able to have your teachers' perception
chack in terms of student achievement, curriculum alignment,
content matrices, standardized testing school based, which
probably gives your staff a better benchmark of where they're
at.

Amy: They're depressing, because what happens in this system
is, then they're ranked,

Researcher: It's not depressing for you [Amy]. Think how
depressing it is for schools at the other end of the scale,
Beryl: And it's interesting, because it wasn't depressing, it
was very ego building as far as my last school was concerned,
but it’s not here, because we're below . . . .

Craig: Are you below provincial standards?

Beryl: We're below, and that’'s a little touchy issue between
m¥ grade threes and sixes, bacause they think they get the
blame.

Amy: We geot system marks that are ranked, and we get the
provincial ones that are ranked.

Beryl: And then we get ranked on where our IQ average is
c:mpared to the rest of the system, as well, so you can compare
that.

Craig: We’'re not into the IQ; we're into provincial, and we’'re
into school system, and we have liaison and monitoring. God,
we are well above provincial average! But I thought, "Oh,
great! Super!” Then you have to write large reports and
explain, "Why are you above the system average?”

Beryl: That's what happened to us when I was at my last
school.

Dealing with children in spacial education classes. There is no

doubt in the minds of the three principals who participated in this

research that having special education classes in schools affects
principals’ workloads.
Researcher: Having Special Ed. classes in a school, what -

additional work does that make for a principal?
Beryl: There's a lot more documentation and arranging for
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testing of these children; there’s more invoivement with
support staff, people 1ike therapists, psychologists, all of
those, and that's the big area theres.

Researcher: And with their parents?

Beryl: VYes, with the parents as well, yes.

Researcher: You implied, too, that they [special class
children] constituted a fair number of your discipline problems
in this school,

Beryl: VYes. Now, thare’'s no question tihat that group take a
larger percentage of time.

Researcher: More than their numbers warrant?

Beryl: VYes.

Researcher: Do you find yourself having to becoms more
familiar with various IQ tests, personality tests, and all that
sort of thing?

Beryl: VYes. I have come across some new ones that are used
with this group of kids. We've got a very good Student
Services team here, so that a lot of that kind of thing is
turned over to them, but, of course, we have to interpret the
results and make the raequests in terms of funding and all of
those kinds of things.

Researcher: Do you see having those sorts of classes in the

school making a difference in the principal's job?

Amy: Definitely.

Student discipline. Throughout my discussion with these principals,
they suggested that children from different socio-economic strata pose
different discipline problems which principals would have to handle
differently. When asked about the matter at the group interview, they
did not subport the inferences I had made from what they had told me. I
firmly beiieve that I correctly interpreted what they said. I wonder
whether they responded as they did at the group interview because they
would like to believe that all children are equal. The long quotation in
the previous section of this chapter indicates that Beryl was reluctant
to relate special education classes with additional discipline problems.
1 believe that the fo!lowing quotations support my contention,

Amy: I think it entails teaching students to have that

responsibility, and, again, at Riverside, because a lot of the

children have been brought up with relatively good manners and
dealing with a cross-section of people, the discipline policy



183

here is quite opan. It basically has two statements: Use
guood judgement, and use common sense.

Amy: I think the things I've talked about that are specific to
this kind of school is the discipline policy, because in
another school I might have to relook at it and do it in a
different way. Specific to this kind of school? I believe
that probably every teacher should run an enriched classroom to
mest the needs of students, but in this case at Riverside the
enriched classroom is for gvery student,

Amy: 1 had lunch with a colleague last week who's in an
inner-city school, and he said, "I could never handle Riverside
oever." I looked at him, and I said, “And I couldn't handle
your school, thank you." I would find it very difficult in an
inner-city school.

Rasearcher: You think you need a different sat of skills?

Amy: No, I don't think you need a different set of skills, I
don't know how to say this without incriminating myself. I'm a
hard worker, but I'm a hard worker intellectually, I think,
more so than physically, and the same set of skills that I use
at Riverside 1'd probably have to translate into more physical
Jabour in an inner-city school. So maybe that's how I
differentiate it, My mind is always going, and I'm sure his
is, but it translates into channelling his energies differently

than mine.

Rasearcher: Craig, do you see the SES levels affecting
discipline the way one works in the school or the different
problems you have with discipline in schools?

Craig: [big sigh and pause] If I compare where I'm at now to
whare I have been, the discipline problems that I deal with now
appear to be so [exclamation, meaning very minor] compared to
the past, but, of course, my discipline burden is in the area
of bussing.

Beryl: I think here I have to deal with students on this whole
discipline area more than I have dore anyplace else. That's
one of the things that I've noticed here, and I'm not quite
sure why. I guess maybe that's one of the reasons why I'm
extremely concerned about this positive referral idea as well
as the discipline I have to do.

Amy: In the five years I’ve been at Riverside, we’ve had two
cases of crisis counselling, so it’s dependent on the type of
population you have.
Beryl: Vary much so.

Beryl: We have a lot of behaviour disordered or special-needs
kids who really almost fall into the category, not on a daily
basis, but periodically, just even to reach the stage where
they can't cope any more, and they do some bizarre kinds of
things.
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Researcher: One of the things that seems to bs linked a bit
with SES level is discipline. You made the comment, Amy, that
your kide come to school able to interact with all sorts of
people and talk with people, and that you can have a fairly
simple discipline policy that works. You commented, Beryl,
that you have quite a bit more problem with discipline, but,
again, I think it's got another 1ink there [specia) education],
too, that I'11 bring up. If you listen to what people say
about inner-city schools, then it's another matter again,
Beryl: I gather, Tooking back, that here [at Suburbia)
discipline was a major concern and that the staff really went
to town at the beginning oY last year in trying to decide on
some very specific rules and came up with some fairly tight
major and minor offences, and this constitutes major, and this
constitutes minor, but I have never operated like that before.

Researcher: Do you ses it [discipline] tied to SES levels at

all, Beryl?

Beryl: I don't think so.

Researchar: How about you, Amy?

Amy: I don't think so. It's the way paople are brought up.

Craig: And there sure has been a change!

Amy: . . . and their beliefs.

Creig: Perceptions, responses.

Amy: You can have people with excellent work athics from all

sort of economic backgrounds. :

Craig: There doesn’t seem to be a measures. You can have a

child battering from a Ph.D. parent, which happens, and you can

:1so have it from the other end; it's where people are coming
rom.

Each of the principals commented on this matter after they had read
the first draft of this chapter. They then admitted that they believe
that different approaches to discipline are required in different

socio—-economic settings.

Innovator

Data gathered during the research produced no avidence of
; significant differences, environmentally genefated or otharwise, with
 regard to how principals implement change in their schools; However, 1

‘ wduld leave this theme in any follow-up studies, as I believe that
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schools with cultural differences may demand different approaches to

innovation.

High Priest

Daveloping staff cohasiveness in small and large schools caused the
only significant differences between how principals performed in this
area. In small schools it is easy to get to know everyone, but with a
heavy teaching load the principals have to make an effort to do that. In
large schools principals have to devise strategies to develop

cohasiveaness between staff mambers.

Ccraig: One has to make a conscious effort, even when you're in
class, one has to try to balance betwaen going out and playing
marbles with the kids at recess, which is what 1'd 1ike to do,
as well as going and having a cup of coffee with the staff and
sharing ideas and developing rapport there. One walks a
balance batween both, so one alternates; one consciously
attempts to say, "Well, Monday, beginning of the week, I better
hit the staff room first recess and have a cup of coffee and
find out how the weekend went, how staff are doing.” Then the
afternoon I'11 go out and play marbles with the kids, and one
has to balance both, It’s difficult enough just attempting to
communicate with the Assistant Principal; we rely on Post-It
notes on a chronic basis.

Amy: In a big school cliques form, informal support groups
form, and you can avoid a pearson forever. You can even avoid
them at a staff meeting. I think at the last school I was at
we had over forty pasople at a staff mesting., Well, I mean, by
the time you got all the tables, I think it was something like
this: If someone sat here, you could sit way back here and not
even have eye contact with them. The first time I came to a
staff meeting here and 1 looked around the table, I thought,
"This is it? One, two, three, four, five, six, seven.” So I
do find that the small staff tends to be more tolerant. And on
this staff there's definitely some individual differences, but
they’'re so subtle. You still find the two people who don't say
much to each other sitting next to each other at a staff
meeting and tolerating each other and being polite. . . .
They're like that. So I think cohesiveness--there’s more of a
cohesiveness and less of a chance for their mutiny.

Beryl: Unification of the staff. No, I can’t think of
anythirg specifically that's major. Or actually, maybe I



shouldn't say that. bocauso 1 think maybu thoso are major
areas, that whole business of interaction.
Researcher: Just bacause there are so many more people to
interact with?

Beryl: VYes.

Amy: 1 find small schools, the staff’'s more tolerant of each
other, 1 came to Riverside from a large schoo) &s an assistant
principal, and that large school had English classes, and it
had Immersion classes, it had Special Ed. classes, it had a
district center for Academic Challenge. Thare ware $Q many
people on staff, including support staff, that it tended to
have cliques, and even as an administrator in that situation--
there were eleven portables out there--you could not see a
teacher for months on end if you didn't make a point of going
out there to find out if they had actually appeared at work., I
work on a small staff now. But in terms of the teaching staff,
they're more tolerant of one another's idiosyncracies, because
they don't have a clique to run to, or they know they have to
sit next to this parson at a staff meeting; they can't sit
three tables away.

Craig: The big chill,

Amy: VYes, the big chill, And so in tarms of staff, even
thouss o « o &

Beryl: Mmm [agreement]. I think I mentioned that, too.

Amy: I think there is more of a collegiality.

Beryl: I think so.

Researcher: Jo you feel that way, Craig?

Craig: Mm—-hmm. -

Researcher: Just going back to the staff cohesiveness, when [
was locking at some differences there, Beryl, you commented
that you have to work on a core of teachers and hope that the
network will spread out, whereas more particu\ar1y you, Amy,
were saying in the staffivoom as a group, you're more cohesive
that way. How do you find your networks are working, Beryl,
after however many months it is here?

Beryl: I thought that they were going reasonably well. We've
had a 1ittle backturn here in terms of someone coming back from
a leave, which is sort of bumping a couple of people, and
that's a sensitive issue at the moment.

Craig: It's causing headaches. [Laughter)

Beryl: VYes. And they're all things that I feel can be worked
out and that they're not crises by any stretch of the
imagination--well, could develop that way if a person lat them.
I try to keep them reasonably well informed as to how I'm
approaching things, so they're starting to get enough
confidence to come and ask me. If they’'ve run into something
that they’re not sure about or somebody’s said something that
upset them, at least they'l] come and say something, so that
rapport is coming; you don’t get that overnight.

188



N Chapter 9
Findings and Implications for Principyls Starting in
Nev Schools, School Jurisdictions,

Principal Trainers, and Further Research

Bogdan and Biklen (1982) state:

One tack we are presantly exploring is the extent to which the
findings of the intengive care unit are generalizable not to
other settings of the same substantive type, but to other
settings in which professionals talk to parents, such as

schools. The approach to genaralizability as we have just
described it is embraced more by researchars who are interested

in generating what is called a grounded theory. (p. 41)
1 believe that this study will assist in developing grounded theory

with regard to training principals to meet schools’ unique needs based on
environmental factors. This research has investigated only three
principais and their schools. As discussed in "Implications for Further
Research” later in this chapter, more research is required into many
other schools to identify additional environmental factors which affect
principals’ tasks and how those factors affect their tasks, However, I
contend that as the findings in this research are based on the study of
three high-level principal leaders, are supported in most cases by
previous research, and in some cases are basic common sense, the large
majority of these findings will be supported by further research.

This chapter is divided into three sections. The first deals with
findings which highlight similarities between principals’ tasks. The
sacond deals with differences between principals’ tasks identified in
this study as being environmentally specific. The third section cutlines

implications for principal trainers.

187
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Eindings ,

Instructional leader.

1. These three olementary school principals seem to make an effort to
get to know individual children's educational needs.

Kroeze (1984) supports this idea: "They [effective principals]
want to experience firsthand what is occurring in the classroom.
Studies suggest that they orient their efforts directly to the
teaching-learning episode (Morris and Crowson, 1981) and participate
in classroom activities (Lipham, 1981)" (p. 1).

2. These elementary school principals have a sound knowledge of the
elamentary curriculum, can provide leadership in this area, and are
expected to do so by thair staffs.

Hallinger and Murphy (1986) add their support in this area:

Principals in effective, urban eiementary schools maintain

a strong task orientation (Venezky and Winfield 1979).

Their primary focus is on the development of curriculum

and instruction rather than on management or human

relations activities. Studies suggest that instructional

leaders develop a clear school mission, systematically

monitor student progress, actively coordinate the

curriculum, protect instructional time from interruptions,

and maintain high standards for teachers and students,

(p. 332)

3. These effective principals delegate some instructional leadership to
staff with expertise in particular curriculum areas.

Kroeze (1984) supports this finding:

The research on effective schools and principals clearly

suggests that effective principals are more

instructionally powerful than their colleagues and are

more active in decisions on curriculum and instruction

(Wellisch, 1978). VYet they can often disperse

decision-making power by delegating authority to

influential staff members who can provide strong
leadership in specified areas. (p. 2)
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Wynn and Guditus (1984) highlight a significant increase in
interest in the management-team concept (p. 1). They believe that
this is caused by a growing discontent with leadership, dysfunctions
in bureaucratic organisation models, results of collective
bargaining, principals’ attract1on to unionism, the succass of
participative management in Japanese and American industry, the
endorsement of the team-management concept by major professional
associations of administrators, and a growing body of evidence of
the advantages of participative management.

Wwynn and Guditus (1984) go on to say that they believe that
aducational institutions have been well managed but that traditional
management strategies are insufficient to cope with the praessures
within inodern schools. Those pressures include the revolution in
technology, massive demographic changes, changes in people’s
attitudes as they relate to their work lives, and a demand by staff
for greater influence in their spheres of activity. They say that
"it will be necessary to develop and utilize 1eédership potential
wherever it can be found within the organization” (p. 47).

Staff developer.
4. Staff development is high on all three principals’ agendas. Formal
and informal staff development are aligned with school priorities.

Kroeze (1984) agrees that effective principals are strong
supporters of staff development and staff supervision:

Severa. studies indicate that effective principals are

committed to seeing teachers improve their skills and

teaching strategies. In doing so, they (1) engage in

instructional improvement processes and promote inservice

training; (2) publicly and unambiguously express support

for new practices related to program improvement;
(3) provide teachers with opportunities to visit and
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interact with other teachers for professional development
purposes; and (4) are committed to supervision and
evaluation of staff membars., (p. 1)

Communicator.

A free flow of communication of all typas, in all directions,
through formal and informal channels and networks, occurred in these
effective schools.

The A.D.P. Project Team '87 (1987) stated that "principals must
develop strong communications, public relations, and even political
skills as they seek to respond to often conflicting demands, to act
as spokespersons for the school, and to gain support for their
decisions” (p. 20).

Each school presented a visual image that conveyed its symbolic and
cultural ideals to the total school community.

The principals communicated orally, frequently, with all levels of
their schools’ communities.

Kroeze (1984, p. 2) contends that effective principals make
effective use of information and informal communication channels to
influence district decisions and to gain an increased share of power
and resources.

Manasse said: “These descriptive studies [of principais’
behaviours] also have implications for principals’ training. The
preference for verbal communication and concrete information . . .
is in stark contrast to the textbooks and teaching style of most
graduate education programs” (p. 442).

These effective principals communicated formal messages in writing.

Business manager.

Preparation for drawing up a budget includes consideration of all
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aspacts of a school's operations within particular tudget
allocations.

Required physical and human resources and staff development
needs ware aligned with curriculum priorities established by staff.
Facilities manager.

Thase three principals baliave that although facilities need to be
wall maintained, concerns regarding facilities must take a lower
priority than concarns regarding students' education.

Sergiovanni (1984) lists one of the attributes of the principal
who is a symbolic leader as "downplaying management concerns in
favour of educaticnal ones” (p. 7).

Piccigallo (1989) stated that "while acknowledging that ‘a good
building doss not necessarily make a good school,' the report
[Carnegie Foundation for the Advancement of Teaching] concluded that
the widespread 'atmosphere of neglect’' in many inner-city schools
impairs the learning process. (p. 405)

Staff supervisor.

Effactive staff supervision is an essential olemant of any
successful school. The principals in this study combined the
formal, system-approved evaluation with ongoing, informal
evaluation.

Schain (1988) said:

While colleges can do basic training in the arts and

skills of teaching, the actual training of teachers must

take place in the schools where they teach. That's the

real world and that’s where teachers will spend most of

their working lives. Accordingly, the question becomes,

"Who will train our teachers in their schools?” The

answer is quite clear--the school supervisors. It is

immaterial whether the spuervisor is a "master” teacher or
a professional on a higher license level. The important
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point is that the job of supervision of instruction should
be the responsibility of peczle selected and trained for
this job., Supervision should be the major part of the job
of the person assigned. (p. 4)
Public relations officer.
Parent§ in these three schools are encouragad to accept ths fact
that they have an important role in their children's education.
Hallinger and Murphy (1986) believe that "despite this uneven
pattorn of findings, several influential school effectiveness
researchers have suggested that parent involvement can play an
important role in promoting learning (Edmonds 1979; McDill, Rigsby,
and Meyers 1969; Purkey and Smith 1983)" (p. 333).
Parents at these thres schools are encouraged actively to accept
education as a partnership between the schocl and themselves, with
their providing physical support, financial support, and program
advice.
These effective principals have developed good working rolatiohships
with their wider coomunities.
Kroeze (1984) agrees that effective principals have a public
relations role:
Effective principals, as instructional leaders, recognize
that co-operation and resources from other constituent
groups inside and outside the immediate school community
are nacessary for educational innovations and programs to
succeed. Since they view these groups as a means of
providing necessary resources, they will develop networks
of supporters among them. (p. 2)
Student developer.
The thraee principals are concerned with each student as an
individual.

The principals ensure that appropriate tools to evaluate student
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parformance are usad effectively.
Kroeze (1984) agrees that effective principals are involved in
student aevaluation:
According to the research, effective principals devote
more time to the coordination and control of the
instructional program. They spend time working with
teachers to solve program problems, setting up teacher and
student evaluation systems, providing support for
teachers' offorts to improve, observing teachers in the
classroom, and addressing issues regarding the function,
assignments, and roles of people in the classroom. (p. 2)
17. The three principals, through a variety of "reward” systems, made

students aware that. their efforts to meet their schools' visions
were appreciated.
Innovator.

18. The principals are innovative, propare staffs for change, and ensure
that. change is not just for change's sake.
High priest.

19. These really effactive principals are somoth1n§ of the high priest

or priestess.

licatijons fi r
Currently there is a wide range of appropriate programs of which
prospective and practising principals may avail themselves. The
University of Alberta has graduate courses in educational administration
labelled "Topics in Educational Administrav.on” (several courses),

"Supervision of Educational Personnel, Orientations to
Administrator-Student Relationships,” "Organization of Schools, "Planned
Change in Educational Organizations,” "Models for Decision-uaking,"

"Legal Aspects of Educational Administration,” and "Educational Finance.”
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The topics in Educational Administration courses make use of tgxts such
as Campbell, Corbally, and Nystrand (1983), Owens (1987), ﬁnd Hoy and
Miskel (1987). Thase texts tackle concepts such as "The Environment of
Schools,” "Organizational Characteristics of Schools,” "The Work of
School Administrators,” "The Administrator as a Person,” "Decision
Making,"” “Leadership,” "Communication,” "Securing and Allocating
Resources,” "Managing Conflict, Change, and Appraisal” (Campbell,
Corbally, & Nystrand, pp. v-viii). Owens adds "Organizationa) Behaviour”
and "Motivation and Organizational Culture” (pp. viii-ix). Hoy and
Miskel add "Organizational Perspectives,” "The School as a Social

System,” "Schools and Their External Environments,” and "Organizational
Effectiveness” (pp. v-viii). A comparison of the 19 findings
highlighting similarities and the above courses makes it clear that
appropriate training is already available to assist principals come to
| grips with the major tasks common to all principals. Facilities
management seems to be the only relevant topic not catered for
specifically. As each school’s facilities are unique, facilities
management could be incorporated into the proposed expert system.

It is appropriate that such training is provided through the
traditional methods of the expert instructor interacting with a §roup of
students in the university setting or through the wide range of inservice
activities commonly available. Therefore, the implication for principal
trainers in this section is that they should continue current practice to
assist prospective and practising principals through current methods.
This will ensure that the basic, generally applicable skills, concepts,
and practices necessary to principals are taught in the most efficient

and effective manner,
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Implications for Principals

As the basic, generally applicable skills, concepts, and practices
nacessary to principals are enhanced through current programs,
prospective or practising principals should participate in appropriate

inservice programs or graduate courses in educational administration.

Eindings of Differences and Their Implications

As outlined in Chapter 8, eight environmental factors were
identified in this study as affecting principals’ work in the three
schools, They were sire, setting, educational level, socio~economic and
educational level of parents, enroiment compared with design capacity,
percentage of part-time teachers, special education classes, and

education jurisdiction.

Findings
School size. It appears from this study that the size of the school

has a major influence on how its principal operates., Of the 34
environmental factors identified, 11 are related to size. All of those
11 factors are caused directly by the teaching role of the small-school
principal and the consequent lack of time for administration, the
cohesiveness of the small unit, the lack of opportunity for
organisational flexibility within small schools, and the need, and
opportunity, for principals in large schools to delegate many functions.
A1l 11 factors could reasonably be expected to result in leadership
differences between small and large organisations of any kind.

1. The principal in the large school had more difficulty getting to know

her clients--students, staff, and parents--than did her colleagues in
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the small schools.

Pellicer (1982, pp. 28-29) outlines some of the problems faced
by principals of large schools. That study provided support for my
findings in this area in that it showed that large schools increase
"demands on pfincipaIs to communicate with students and staff,
administer pupil personnel programs, [and] provide instructional
leadership.” Top hindrances to successful job completion were
identified by principals as time taken up by administrative detai)
and a lack of time. Although principals felt that program
development should be their top priority, it ranked fifth in their
time allocations.

The principals in the small schools are more directly involved in
providing instructional leadership than is their colleague in the _
large school.

The principals in the small schools lack the .nysical and personnel
resources and flexibility to offer a wide range of staff
development.

Developing effective communication systems was more difficult in
the large school than in the small schools.

The principals in the small schools have less flexibility in their
budgets than does the principal in the large school.

The principals in the small schools have more direct involvement
with facilities-related matters than does their colleague in the
large school.

The principals in the small schools have less time to devote to
staff supervision than does their colleague in the large school.

It was easier to develop a cohesive staff in the small schools than
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it wvas in the large school.

9. The principals in the amall schools are accessible to parents out of
school hours.

10. The principals in the small schools are more hoavily involved in
studant counselling than thair colleagus in the large school.

11. The small schools lack the opportunity for organisational
flexibility which the bigger school can employ to benefit students.
School setting. As with differences due to size, differences due to

setting tend to be self-evident. However, they need to be highlighted

for the benefit of those aspiring principals whose experiences have been
in 1imited settings.

12. The principals in the suburban areas have more opportunity to share
resources than doas their colleagues in the rural school.

13. The principal in the rural school is heavily involved in school
bussing.

Craig mentioned that the bulk of his discipline problems
originated from bussing. Discipline and vandalism on pupil
transportation are problems of sufficient magnitude to warrant a
session at the 64th Annual Meeting of the Association of School
Business Officials of the United States and Canada (1978).

Dick Polanski (1978), Chairman of the Pupil Transportation
Research Committee, said:

The topic . ., . is universal. It doesn’t really make any

difference whether you're a small school district or one

of the very large ones, whether you're an urban or

suburban district. It doesn’t relate to whether you own

your own buses or use contract services. The problem is

how to control our children in the process of
transportation.
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Gary Cousins (1978), cO—ofdinator of Pupil Transbortation for
the Cincinnatti Public Schools, who is reponsible for transporting
some 37,000 pupils daily, told the gathering which included
superintendents that high school students caused more problems on
busses than did elementary students. He believes that boradom
creates problems.

The Superintendent and Board of Education raraly have the
time for conducting investigations. . . . The school
principal will decide whether charges against an offending
student are accurate. . . . Responsibility is assigned to
a school principal. . . . A1l written reports . . . are
taken to the school principal for action, for decision.

It is in the best interests of the child . . . that those
who know the child best make the decision, . . .
Principals distribute bus passes. . . . The schools are
involved from the beginning of the year to the end of the
year, day in and day out, on this problem,

14. The principal in the rural school is working at the centre of his

community.
A recent article in Tha Edmonton Jouyrnal supports my contention

that the rural school may bs the community centre:

Over in Rivercourse, population 20, young farmer Alan
Svean isn't concerned about the loss of the local elevator
either. In fact, he was in favor of trucking grain to
Lloydminster, an unpopular point of view.

Svean isn't so complacent about the future of the
Rivercourse primary school. When Paradise Valley
expressad interest a few years ago in absorbing the 41
students into its school, the war was on.

"It was unheard of,” says Svean. "There was a strong
consensus to keep it here. Everybody is a happy family in
that school. We jealously guard that feeling.”

The Rivercourse area residents prevailed, so the
tradition of total community involvement in Christmas
concerts and an annual summer picnic continues.

"Small towns are loved by those who live in them,"”
concludes Svean. (p. D1)

Educational levels. Although this study was limited to elementary

schools, the principals involved identified several areas where thay
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beliavaed that their tasks would differ from those of their collsagues in

secondary schools,

18,

18,

17.

18.

The principals in this study believe that thay are more directly

involved in instructional leadership than are their secondary school

colleagues.

Kmetz and Willower (1982) support this notion:

The question of how much is enough also applies to the
principals’' allocation of time to instruction and
curriculum. The elementary school principals gave more
time to these areas than did the high school principals,
but what constitutes an optimum allocation is not clear.

(p. 74)
Principals in secondary schools have greater budget flexibility than
do their alemantary school colleagues, according to the principals
involved in this research.
The elementary school principals think that thay are more diractly

involved in staff suparvision than are their colleagues in secondary

schools.
The elementary school principals balieve that thay are more directly

involved in student counselling than are their colleagues in

sacondary schools.
Kmetz and Willower (1982) imply support for this finding:

Like their secondary school counterparts, the elementary
principals were concernad about pupil control. However,
their concerns were more informally expressed. The
elementary principals had much less correspondence dealing
with discipline, and they rarely invoked more formal or
more stringent measures such as suspension. Indeed, for
the most part, they appeared to have amicable relations
with the students. (pp. 74-75)

Socio~economic and educational levels of parents. Although some of

the findings in this section are self-evident, others are possibly

contentious, especially with those who believe that all paeople are born
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equal in all ways and should be treatad as equally able in al) areas, !

agree with Amy's boliofs (pp. 50 and 180) that to ignore the differences

is to invite trouble.

19'

20.

21,

22.

23.

24,

25.

26.

Noble (1987) said:

Numerous studies have addressed the effect of socioeconomic
status (SES) and gender on academic achievement. Colaman
(1966) emphasized the importance of family background and
argued that the most powerful predictor of school performance

‘is socioaconomic status. Calliste (1982) contended that the

higher SES students were likely to have higher academ1c
achievement, a better self-concept. (p. 137) '

Thase principals varied communication techniques according to the
educational lavels of their parants and students.

The principal in the high socio~sconomic area has easier access to
additional funding from parents than do her colleagues.

The batter educated parents at Riverside want more say in
educational programs than do the less well educated parents.

The better educated parants at Riverside want mental as wel) as
physical involvemsnt in the school.

The better educated parents have highar expactations of their school
than do less well educated parents.

The parents in the high socio-economic and educational area are
better able to cope with personal problems than those in the lower
socio-economic and educational areas and do not put the same welfare
demands on the principal.

The children in the high socio~sconomic- and educational-level area
at Riverside are more precocious academically than their peers in
the other two schools.

The principals vary discipline procedures according to

socio-economic and educational levels of the parents.
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Cross and Bennet (1969) support differences in the operations

of principals working in communities with diffarent sncio-aconomic

status levels:

A1l [writers] essentially agree that the operation of
the school is profoundly influenced by the socioceocnomic
character of the community. (p. 1)

A noticeable difference between principals of "high”
and "low" schocols , . . was in the area of educational
programs. . . .

The skill required most frequently by principals in
"Jow" settings was human skill, while principals in "high"
schools more often brought technical skills to bear. . . .
The problams of principals in low socioeconomic schools
most frequently were occasioned by requests or appeals
from subordinates and extraordinates while a plurality of
problems of principals in the "high" settings was
generated by the principals themselves. (p. 13)

Hallinger and Murphy (1986) support and expand on those views.

They make the following points (pp. 339-347):

1.

Teachers in the high-SES schools were more likely than their
low-SES counterparts to talk in terms of meeting the needs of
the whole child.

In Tow-SES schuols, teachers and administrators focus on mastery
of basic skills.

The high-SES schools felt under greater pressure to instruct in
all areas on which students could be tested.

High-SES schools demanded more homework than their Tow-SES
counterparts.

Principals of effective low-SES schools take a more diresctive
role in the selection, development, and implementation of
curriculum and instructional programs than do their colleagues
in high-SES schools.

Parents in the high-SES communities were heavily involved in
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many aspects of the educational program,‘whiroﬁs in the low-SES
communities, baronts were minimally involved in the 1ife of the
school,

Principals in effective 1ow-SES schouls made few efforts to
involve parents in decision making.

An important part of the role of the principals in high-SES
schools entailed mediating community expectations of the
school.

Students in low-SES schools genarally have fewer of the
prerequisite skills for academic success and placa‘a tower
value on schooling than do their peers in high-SES schools.

In the low-SES schools, high expectations on the part of school
staff are critical. In high-SES schools, the high expactations

of parents are more influential,

Enrolmant comparad with design capacity.

The principals in the two schools where enroiment is balow design

capacity work towards full utilisation of the facilities.

One of the recommendations from The Commission on Declining

School Enrolments in Ontario (1978) was that

the Ministry of Education and the Ministry of Colleges and
Universities make coordinated statements of their policies
on the training of increasing numbers of adults with
incomplete secondary school educations. These statements
should clarify for the secondary schools the amount of
initiative they should take in "recruiting” adult students
and recent school leavers, both for full-time and
part-time study, in academic and vocational areas, and the
legislative grant consequences of thair behaviour.

(p. 303)

This is similar to my suggestion that principals of schools with

declining enroiments might "sell" their programs to parents who live
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in other localities.

Part-time_teachers.

Tha principals who have a significant number of part-time teachers
have some problehs with communication, 6rganising meetings, and

attempting to satisfy those staff members’ sometimes conflicting

damands.
Cohen and Gadon (1978) list the following among the

disadvantages of flexible working hours:

A second disadvantage for organizations concerns
communications. It may be harder to find times to hold
meetings that require everyone's presence. Thus more
consideration again must be given to planning. . . .

The need for some kind of record-keeping system may
be a disadvantage. When all hours are fixed, elaborate
systems are not necessary for keeping track of employees
coming and going, though those who have to line up to
punch a time clock would probably feel otherwise. . . .

We have seen in some organizations that flexible
working hours can make overt, subtle differences in

status. (p. 45)
Spacial aducation classes.

The principal with special education classes in her school had some

?

involvement with bussing.
The three principals believe that children in special education
classes may present discipline problems.

Lang and Kahn (1986, p. 365) imply that special education
students could cause more discipline problems than regular students.
Their research was based on teachers’ estimates.

Epstein, Cullinan, and Gadow (1986) in their research into
teacher ratings of children for special education classes support
that view: "It has long been recognized that children with academic

and mental deficits often exhibit behavior disorders” (p. 225).
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31, Principals with special education classes will need to bacome
faniliar with qucifig aspects of thoso_proorans.

Education jurisdictions. Policy differences between education
jurisdictions can cause major differences in principal behaviour. The
differences highlighted here are specific to the two jurisdictions from
which the three principals in this study came.

32, Budget flexibility depands on financial delagations from the board
to the school.
Amy and Beryl enjoyed the benefits of having much greater
flexibility than Craig's district delegated.
Hi11 (1982) said that
in the United States and Canada, public education is a
multibillion dollar enterprise in terms of both the value
of physical facilities and the amount of money required
annually to operate the schools maintained in thousands of
school districts of varying sizes. The task of
administering this vast complex is delegated to a variety
of personnel of technical, professional and
nonprofessional status. Because the schools operate under
the statutory requirements and limitations of the
individual states or provinces, and often under policies
established by local boards of education, there is no
single pattern of supervision or control. (p. 1)
33. There were significant differances in staff avaluaiion policies of
the two jurisdictions.
34. Different staffing and other policies made significant differences

to principals’ tasks in the two school districts.

1 ions for Principals
The following implications are directly related to the preceding
findings and are numbered correspondingly. Where a finding has more than

one implication, each is separately identified. These implications are
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aimed at principals who want to more than just survive in the job.
School size.

1. Principals being appointed to large schools will have to make great
efforts initially to get to know their clients. They will have to
make efforts to meet pecple and may need to make efforts to get out
of the office fraquently.

2.1. Principals in small schools should provide a good teaching role
mode! for teachers on their staffs,

2.2, Principals in small schools will probably have to provide
instructional leadership in several, if not all, curriculum areas.

2.3. Principals of large schools may need to take some teaching role to
gain credibility with their staffs.

2.4, Principals in large schools should identify the experts on staff
who can provide instructional leadership and delegate accordingly.

3. Principals in small schools may have to parsonally provide a
considerable amount of staff development for their teachers.

4.1. Teaching principals must make time to communicate with their total
communities.

4.2. Principals in small schools must be prepared to carry out many
mundane tasks which principals in larger schools should delegate.

4.3, Principals in large schools need to develop effective communication
channels and networks.

4.4. Principals in large schools must be able to delegate effectively.

5. With less flexibility in their budgets, principals in smaller
schools need to develop long-range plans when considering the
purchase of expensive items,

6. While principals in large schools can delegate many
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facilities-related matters, their colleagues in sm§11 schools will
nee to attend to problems in this éroa promptly.

1. Because of time constraints due to teaching loads, principals in
small schools need‘io plan time frames for teacher suporvi#ion
carefully, while their colleagues in large schools can delegate
much of this.

8. Principals in small schools need to make time to develop staff
cohesiveness, and principals in large schools will need to develop
networks to assist in this area.

9, Teaching principals in small schools may need to be prepared to be
accessible to parents out of school hours to ensure that their |
teaching is not interrupted and that accessibility to parents is
maximised.

10. Principals in large schools usually have the services of a
counsellor, but thair colleagues in small schools may have to do
most of the student counselling themselves. Therafore, they would
benefit from some training in this field.

11. Principals in small schools should make the most of staff
cohasiveness and also look outside the school for opportunities to
broaden the range of educational experiences available to students
to make up for the lack of flexibility enjoyed in large schools.

School setting.

12. Principals in urban and suburban schools <iiould investigate the
possibility of sharing resrurces, facilities, and personnel with
neighbouring schoris.

13. Principals appointed to schools serviced by busses should:

13.1. Get to know routes quickly.
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13.2. Get to know the drivers and their strengths 5nd Qoaknosses
quickly.

13.3. Be prepared for discipline problems originating from bus travel.

14. Principals of rufal schools should be prepared to become involved

in community activities, as the school is often the hub of the

community.
Educational levels.

15. staffs in elementary schools will expect their principals to be
conversant with the curriculum and teaching strategies throughout
the school, and be able to provide corresponding instructional
leadership. Staffs in secondary schoojs would not have the same
expectations of their principals.

16, Principals in elementary schools can expect 1ess budget
flexibility and smaller allocations than secondary school
principals.

17. While secondary school principals should delegate much of the
staff supervision to senior staff, elementary school principals
may have to carry out all formal evaluations themselves.

18. Elementary school principals may need to be heavily involved in
student counselling and should receive appropriate training.

Socio-sconomi cational le of ents.

19. Principals need to get to know the educational levels of the
community quickly and pitch their communication levels
accordingly. Neither students nor parents want a principal who
speaks over their heads or at too immature a level.

20. Principals in high socio-economic areas will probably have access

to additional funding from parents. Principals in low
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socio-economic areas neaed to become familiar with possible sources
of additional funding. |

Well educated parents wil) want a say in educational programs,

The wise principa) wil) provide opportunities for this to happen.
While encouraging the physical involvement of parents at all
schools, principals dealing with well educated parents should be
seeking their advice on their schools’ programs and/or in
identifying other experts who can provide assistance.

Better educated parents will have high expectations of the'sch001
and may "shop around” for the best school for their children,
Principals in areas where parents are well educated must ensure
that they extend children educationally.

Principals in low socio-economic areas whers parents also have low
educational levels need to either take on many welfare roles or
know the appropriate agencies to which parents should be referred.
Principals of schools in high socio-economic areas where levels of
education are high need strategies to deal with precocious
students., These include:

Having appropriate extension programs. These may include
acceleration, horizontal extension, or additional subjects and
courses.

The principal should ensure that all staff treat bright children
appropriately, not just treat them as "sassy kids.”

Principals need to assess whether their discicline strategies are
suited to their students. Children in high socio-economic areas
may come to school practising more appropriate behaviours than

their peers in low socio-economic areas.
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Enrolment compared with desian capacity.

A Principals in schools with declining enrolments may need to help
their communities develop strategies to maintain their schools’
viability, Strategies found successful in this study were:

27.1. Encourage paid use of school facilities by day-care and
after-school-care organisations.

2r.2. Encourage‘paid use of school facilities during school time by
other organisations.

27.3. "Sell1" the school to parents from outside the feeder area as a
better alternative for their children than their local school.

Part-time teachers.

28, Principals with a significant proportion of part-time teachers on
staff may need to:

28.1. Develop strategies to ensure that part-time staff are not
overlooked in any communication or school activity.,

28.2. Insist that part-time teaching also entails some part-time
extracurricular activities.

28,3. Ensure that the part-time teachers’ contribution to the school
outweighs any disadvantages of having the part-time teachers on

staff.
Special education classes.

29. Principals with special education classes in their schools may
need to be aware of problems caused by bussing.

30. Principals with special education classes in their schools may
have to review their schools’ discipline policies,

31. Principals with special education classes in their schools may

need to become aware of:
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31.1. Referral and testing procodurog and instruments.

31.2, HKey personnel, such as psychologists and therapists.

31,3, Family situations and parent needs.

Education jurisdictions.

32, Principals need to be aware of exactly which functions are
delegated from the board to the school.

33. Principals need to be aware of their jurisdictions' teacher
evaluation policies.

34, Pr{ncipa1s need to be aware of their jurisdictions' staffing and

other policies.

Implications for Education Jurisdictions

School boards and their supsrintendents cannot expect any outside
organisation to have a thorough knowledge of their boards' policies,
Therefore, they should ensure that they pro&ide appropriate training for
their new principals, preferably before they take up their positions.
This would be particularly relevant if the new principals are coming from
other jurisdictions which may have very different policies in major areas

such as finance and teacher evaluation.

I ons fo i r ]

Estler (cited in Boyan, 1988) stated that "by understanding . . .
the range of organizational conditions . . . the administrator can be
better prepared” (p. 316). I have been unable to discover any evidence
of a major program designed to train principals to meet the unique needs
of schools. Specific needs may be due to a very wide range of

environmental factors, many of which have not been identified, let alone
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addressed, in this study. Some additional factors which come to mind
readily are 1isted below:

School gize. Categories could be increased to include very small
and very large schoo1s;

8chool getting. Variations here are almost limitless and include
very isolated schools, mining communities, itinerant populations,
inner-city schools, multicultural schools, schools where children are
pradominantly of ona culture other than the mainstream culture of the
province, religious schools, and independent schools,

Educational levels. Categories hers need to be extended to junior

high, high school, and the various combinations which exist.

Categories here

need to be extended to low, at least.

No doubt, further raesearch would disclose a significant number of
environmental factors which affect principal behaviour. It is
understandable, then, that no training 1nstitutionrhas attempted to meet
such diverse needs. To bagin with, few principals would want to know
everything about every school they would ever be likely to encounter.
They would want to know only about their own next schools. Further, few
students would have the mental capacity to retain all, or even a
significant proportion, of the information and advice available on the
whole range of environmental factors affecting principal behaviour. 1In
addition, it would probably take a team of experts considerable time to
impart such knowledge. Therefore, there seems no point in trying to
impart that knowiedge through the traditional means of a lecturer working
with a group of prospective administrators. The impracticality of such

an idea is probably the reason for there being no such program offered
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today.

An earlier section of this chabtor proposed that current training
programs be continued to ensure that principals have a sound background
knowledge of the theories regarding leadership, communication, decision
making, and the 1ike. I now propose that a new typs of training program
should be implemented to help principals meet challenges in their new
schools. They should not have to depend on what the last principal said,
or on myths and legends, or have to rainvent the whee!l through the
process of trial and error. Programs tailored to meet the individual
needs of principals going to schools with specific, identifiable
environmental factors should be developed.

Modern technology provides an appropriate vehicle for accomplishing
the task of training principals for individua) schools. As discussed in
the literature review, expert systems are in use in other fields and in
some areas of education. There is good reason to develop an expert
system to assist in the training of principals.

- A submission for research funding to develop such an expert system
has not been successful, to date, in attracting finance. How a system
might be developed is briefly addressed in "Implications for Further
Research.” Prospective principals with access to an effective expert
system could key into factors applying to their new schools, such as
small, very isolated, French-speaking, and wealthy, and receive advice
and guidance from experts in the various fields.

An expert system could fill a large gap currently left untouched in
the field of principal training. This research could be the basis of

further research to develop such a system,
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Implications for Further Research
This section briefly outlines how further research, based on this
study, could be used to develop an expert system to assist in the
training of principals. It is suggested that such research would need to
be in four stages:

1. Similar studies in further schools until an exhaustive list of
spacific environmental factors is identified. Such studies could be
progressively less exhaustive as categories of specific environmental
factors became substantiated and omitted from interviews.
Self-evident findings could possibly be omitted at this stage. Once
a large number of interviaws ware conducted--perhaps 50 could cover
most common specific factors--it may be possible through quantitative

" research methods to support, or dismiss, grounded theories developed
through qualitative research. Roberts and Burke (1989) stress that
"one study, however convincing, is not sufficient to build
research-based practice. The consumer must be able to generalize
from findings of many similar studies before dikect application into
practice” (p. 330). Gay (1987) states that

the tentative hypothesis or hypothdses guide the initial
data collection strategies. Initial data collection
efforts suggest other appropriate strategies, and so forth,
Following completion of the study . . . the researcher
analyzes the mass of data collected and attempts to derive
specific, testable hypotheses that explain the observed
behavior. These hypotheses can then be tested in other
studies. (p. 211)

2. Studies of the environmenial factors to identify the afrects on
principal behaviour of those factors and the decisions principals

have to make as a result,

3. Expert advice on those decisions.
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4, The apbropriato information from 1, 2, and 3 above is used to develop
an oxpert system.

1 appreciate that such a project would be expensive, in terms of
both time and money. However, with the current emphasis placed on the
prominent part played by the principal in the effective and excellent
school, I baliave that expenditure on Filling a large gap in the field of
principal training is warranted. Therefore, it is strongly recommended
that the group which has sought funding to develop an expert system to |
train principals to meet the unique needs of schools continue its efforts

in this direction.
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Questionnaire

Type of School

Please write in the box on the right-hand side of the page the number
corresponding with the most appropriate description of your school,
in each of the following five sections:

1.

3.

5.

Elementary 2 Elementary/Junior High
Junior/Senior High 4 Senior High

Other: Pleasa‘specify.

Urban 2 Suburban

Agricultural area 4 Mining

Isolated 6 Other: Please specify.

Parents with high level of education
Parents with low level of education
Native

Multicultural

Other: Please specify.

Public system 2 Separate system

County (Public or Separate)

Private 5 Other: Please specify.

Enrolment less than 100 2 Enroliment 100-299

Enrolment 300-499 4 Enrolment 500-699

Enroiment 700 - 1000 6 Enrolment in excess of 1000
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Categories of Decisions

Following are seven categories of decisions which vou, as a
principal, have to make. There are spaces for you to add three
further categories, should you so desire. Please rank order each
category, where indicated, in the areas of (a) most commonly made
decisions, (b) most time consuming for you, and (¢) emotionally most
difficult to make. Please use 1 for "most” and 7, 8, 9, or 10,
depending on whether you add extra categories, for "least."

Most
Most Time- Most
Common | Consuming | Difficult

1. Instructional Programs

2. Liaison with Superintendent

3. Parental Matters (welfare,
complaints, suggestions)

4. School Board Matters

§. Staff Matters (welfare,
suparvision, professional)

6. Student Matters (welfare,
evaluation, discipline)

7. Timetabling

8. Other (please specify)

9. Other (please specify)

10. Other (please specify)




c.

, .,  ettt wrrn

By checking the appropriate box, please indicate how frequantly you
interact with staff in the following matters:

1,

2.

4.
5.

1 Daily
2 Weekly

3 Monthly

4 Once par term/semester
Circulate professional articles for
specific staff to read.

Speak to each teacher on non-professiona)l
issues.

Speak to each teacher about specific
students.
Speak to each teacher about programs.

Speak to each teacher about professiona)
deveiopment.

222
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You have been promoted and your successor has asked you for guidance
on the five most important types of decisions which you have had to
make in your school., Please 1ist the areas in which those decisions
lag (e.g9., playground supervision, difficult parents, staff
evaluation, student discipline, liaison with the Board).

1.

2.
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A.

Questionnaire

Type of School
Please write in the box on the right-hand side of the page the number

corrasponding with the most appropriate description of your schoo!l
and its community, in each of the following five sections:

1.

2.

3.

1
3

5

Elementary/Junior High

22§

Elementary 2
Junior/Senior High 4 Senior High
Other: Please specify.
\
Urban 2 Suburban
Agricultural area 4 Mining
Isolated 6 Other: Please specify.

Parents with high level of education

Parents with mixed levels of eduycation

Parents with low level of education

Native

Multicultural

Public system 2
County (Public or Separate)

Private 5

Enroiment less than 100 2
Enroiment 300-499 4
Enrolment 700 - 1000 6

Separate system

Other: Please specify.

Enroiment 100-299
Enrolment 500-699

Enrolment in excess of 1000
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Following are saeven categories of decisions whiéh‘VOU. as a
principal, have to make. There are spaces for you to' add three

further categories, should you so desire.

Please rank order each

category, where indicated, as the most commonly made decisions,

Please use 1 for "most” and 7, 8, 9, or 10,

add extra categories, for "least.”

depending on whether you

Ranking

1.

Administrivia

2.

Budgeting

3.

Instructional Programs

4.

Liaison with Supsrintendent

5.

Parental Matters (welfare, complajnts. syggestions)

6.

Staff Matters (welfare, supervision, professional)

Student Matters (welfare, evaluation, discipline)

OTHER (please spacify)

OTHER (please specify)

10.

OTHER (please spacify)
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Following are sovon‘catogorios of decisions which you, as a
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principal, have to make. There are spaces for you to add three

further categories, should you so desire.

Please rank order each

category, where indicsted, as the most time consuming for you.

Please use 1 for "most" and 7, 8, 9, or 10,

add extra categories, for "least,"

Ranking

depending on whether you

1.

Administrivia

2,

Budgeting

3.

Instructional Programs

4,

Liaison with Suparintsndent

8,

Parental Matters (welfare, complaints, suggestions)

Staff Matters (welfare, suparvision, professional)

Student Matters (welfare, evaluation, discipline)

OTHER (please specify)

OTHER (please specify)

10.

OTHER (please specify)




9. OTHER (please specify)
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Emotionally Wost Difficult Decisions

Following are seven categories of decisions which you, as a
principal, have to make. There are spaces for you to add three
further categories, should you so desire. Please rank order each
category, where indicated, as emotionally most difficult to make,

Please use 1 for "most" and 7, 8, 9, or 10, depending on whethar you’
add extra categories, for "least.” :

Ranking

1. Administrivia

2, Budgeting

3. Instructional Programs

4, Liaison with Supsrintendent

§. Parenta) Matters (welfare, complaints, suggestions)

6, Staff Matters (welfare, supervision, professional)

7. Student Matters (welfare, evaluation, discipline)

8. OTHER (please specify)

10. OTHER (please specify)
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. o "U N oy -

By circling the appropriate number, please indicate how frequently
you interact with staff in the following matters:

1 Daily
Weekly
Monthly

Once per term/semester

L B "

Annually \

1. Circulate professional articles for

spacific staff to read. 1 2 3 4 5
2. Speak to most teachers on non-professiona)

issues., 1t 2 3 4 5
3. Speak to most teachers about specific

students., 1 2 3 4 5§
4. Speak to most teachers about programs. 1 2 3 4 5

5. Speak to most teachers about professional
development. 1 2 3 4 5
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You have been promoted and your successor has asked you for guidance
on the five most important types of decisions which you have had to
make in your school. Please 1ist spacific areas in which those
decisions lay (e.g., playground suparvision, difficult parents, staff
evaluation, student discipline, liaison with the Board),

1.

4,
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Letter to Participating Principals
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¥ University of Alberta Deputment of Eduutioml Adminmmion
Edmonton Faculty of Education o - 232

Canada T6G 2GS 7-104 Education Building North, Telephone (403) 432-52¢

218t Fabruary 1989

Mrs., Bery! . . . , Principal
Suburbia Elementary School

Dear Beryl:

Thank you for agreeing to participate in this survey. As we discussed
over the telephone, I am currently studying for my Master's Degree in
Education. ] expect that I will be interviewing you on at least two
occasions, the first being for approximately one hour. Thase interviews
are an important element of a thesis which, in turn, is a pilot part of a
longer-term project, Project DELTA.

Project DELTA is being developed by five faculty members with support
from a number of graduate students. It aims to develop an expart system
to assist in praservice and inservice training of principals for
Albarta’s schools. The oexpart system, a computer-based program, will
help to prepare principals to maet the types of problems faced in
spocific types of schools in Alberta, e.9., isolated rural schools, urban
high schools, elementary schools in multi-cultural communities.

In this study I will be working with elementary school principals in a
variety of settings. Thank you again for your support. Please let me
know if you would like a copy of my findings and I will be pleased to
forward them to you as soon as they are available.

Our interviews will be treated with complete confidentiality.

Yours sincerely,

Ron Kirkman

Dr. D. A. MacKay
for Project DELTA team

RK/1p
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3:00 p.m., 26/4/89
1. Thanks, etc.
2. Emphasise similarities.
(a) Children cantral.
(b) Budget - bringing all threads together.
(¢) Communication - all directions, all types.
3. Taping - necessity to speak at differant times.
4. Differsnces - Purpose to try to reach agreemant on differences stated

by one, or more, of the 3 or inferred by me from what was said.

(a)
Large - non-teaching principal
Small - teaching principal

in
(i) Craig and Amy - role model, visible, nead to be effective
teachers.
(ii) Beryl - need to find ways of demonstrating teaching
skills.,
(11i) Craig - cuts time for interaction with students and
staff.

(iv) Craig - need for out-of-hours contact with parents.
(v) Craig - time available triggered by enrolment.
(vi) Amy - time problem for staff supervision.
(vii) Beryl - need to find ways to intaract with <hildren.
(viii) Beryl - same paperwork - more of job gets done in school
time.

Getting to know students and families

(1) Beryl - more difficult to know everyone on a personal
basis.
(ii) Beryl - more children in need.
(iii) Amy - much easier and quicker to get to know children.

Counsellor role

Amy stated difficulty in allocating part of a position to
counsellor; Beryl agreed and wants one in a larger school.
Craig has part-time counsellor - Discuss merits.

Mundane matters
Craig commented on typing some of his own work and dealing with

runny noses. Amy obviously involved at lowest levels of
purchasing. Beryl seems to have big enough staff to delegate
some mundane tasks - Comment.



235

(i) Amy - no flexibility re student placement.
(11) Craig - we can only do so much and attempt to be
successful at it, ' ' s
(ii1) Craig - time allocation is very limited.
(iv) Craig - resources much more limited - especially when new
courses are being implemented by decree.

8o much of the educational environment is
driven by student enrolment. That dicates your
administrative time, your counseilor time, your
clerical support time, your instructional staff
allocation, and your library clerk time, Of
course, your budget, too, is driven by the
enrolment. One is attempting to provide the
same educational experiences, the same spectrum
of student learning opportunities with 1imited
resources to accomplish it.

Comment.
Budget flexibility - please outline.

¢ .
(i) Beryl - looking for cohesive core.
(ii) Baery) - time to get to know staff.
(iii) Beryl - developing networks.
(iv) Beryl - whole business of interaction,
(v) Amy - cohesive staff - easy on a small staff.

Craig - any comment?

Other mat to_si
(i) Craig - tapping community resources/personnel.
(ii) Craig - seeking additional funding.

(b) SES Level

Parent Ligison - Subtle differences apparent.
(i) Amy - rechannelling parent energies.
(ii) Amy - newslstter,

(iii) Amy - kids under pressure to perform.
(iv) Amy - parents’ flexible timetables.
(v) Amy - high level of parent involvement.
(vi) Amy - advisory “"but.”

(i) Craig - parents very interssted in what's happening -
drop in when picking kids up, etc.
(ii) Craig - very personal level - possibly due to rural more
than S.E.S.
(iii) Craig - advisory.
(iv) Craig - participation in newsletters.



(c)

(d)

(e)
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(1) Bary\ - writes own naws\ottor.
(i1) Bery! - no formal association,
(iii) Beryl - physical vs. manta) assistance.

(i) Amy - rechannolling enargies - science program,
(V1) Craig - more "track” not followed up.
(111) Beryl - parents. happy to accept staff profossionalism.
(iv) Amy and Craig - high parent expectation re academic
performance.
(v) Craig - trips with kids.
(vi) Amy and Craig - well equipped homes.
(vii) Amy - dealing with talented kids.
(viii) Bery! - dealing with kids not working to capacity,

Amy - kids come wall mannered - able to work on self-discipline.
Craig - similar,

Baryl - discipline problem - related to S.E.S., size, or special
units.

Qther S.E.S.
Beryl - little spare monay.
Amy - parents able to cope with problems.

ial
(i) Beryl - extra need for documentation, testing. support
staff.
(ii) Beryl - discipline.
(iii) Beryl - inservice re special programs.
(iv) Beryl - counselling needs.

Elementary
Curriculum knowledge

Taught most grades, familiar with aimost all subjects - except
French? - know the curriculum with axpertise in some areas.

Other elementary
(i) Craig - discrimination re funding.

(ii) Beryl - time for staff evaluation.

Setting
Rural - Bussing
(i) Craig - consu1tation with kids, parents. drivers, central
office.
{ii) Craig - route revision,
(iii) Craig - challenge and hard work,
(iv) Craig - supervision of other kids.
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] - 1 ‘
(i) Craig - really appreciates rural setting.
(i1) Craig - client group more stable - parents were once
students.
(1i1) Craig - ownership due to close community ties.

Rural - Commynity centre
Craig - involvement in community activities.

Beryl - sharing special kids.

(f) ign € i
(1) Craig and Amy - lots of space; no timetabling problems.

(ii) Bery) - space at a premium - can't have computer lab and
math lab separately.
(i1i) Amy and Craig - selling space.
(iv) Amy - waiting list.
(v) Craig - developing strategies to keep school open.
(vi) Craig - dealing with perceived threats of closure.

(9) Part-T
Craig - difficulty in co-ordinating meetings.



