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Abstract
any effective decision-making or problem-solving activity for educational administrators.
Consequently. the aim of the study was to understand better the nature of superintendent
values and how these values influenced their problem-solving and decision-making. An
interpretive approach, following the assumptions of naturalistic, phenomenological inquiry,
was used as the methodology for the study.

Eight practicing superintendents of schools served as the participants for the study
and each participated in one in-depth tape recorded interview. Interviews were transcribed
and the text from these interviews formed the basis for the interpretations made and for
writing a series of narrative stories to describe superintendent actions and beliefs. Analysis

of the material identified six highly related sub-themes: 1) professional beliefs and values;

interests; 4) power, authority, relationships with others, and decision-making; 5) policy
development and implementation; and 6) management and leadership.

Findings showed that the superintendents in the study possessed a highly
developed value of integrity--a sense of wholeness--which strongly influenced their
practice. Imbedded in this sense of integrity were the values of trust, honesty, openness,
concern for others, a sense of mission and vision to serve students to the best that they
ﬁnssib!y could, a strong religious orientation, a belief that intellect and rationality could not
always suffice in making decisions and solving problems, and a dialectic over process and
substance.

While the superintendents sought and actively encouraged the involvement of others
in making decisions and in solving problems, they were not prepared o abrogase
fundamental beliefs if consensus could not be reached. Superintendents were prepared to
of the best interests of students, represented self-interests of the groups involved, or




threatened the financial viability of the school s;’stem. They also expressed the importance
of a mission for the school system and their own concomitant vision as to where the system
should be in relation to its present achievements. While they had a strong sense of
direction and attempted to do the right things in accordance with their value base, they
fequently second-guessed their actions.

In the area of policy, superintendents chose to be facilitative and supportive; they
encouraged the exercise of discretion by others as the basis for decentralized decision-
making as opposed to simple rule-following. All expressed reservations over their own
ability to direct and control the school system through the use of power and authority and
recognized the danger in "cogitating” with themselves to make unilateral decisions.

The value of relationships with others was very important and they saw these
relationships not only as the basis for achieving ends, but as ends in themselves. In
dealing with others, these superintendents stressed the importance of maintaining the
dignity of others, particularly if their decisions had a significant negative effect on the
individual.
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Chapter One
Orientation to the Study
Introduction

We have swung so far in the direction of science, however, that it would be

healthy for us now to realize that administration is essentially one of the humanities.

Administration is, or at least ought to be, wedded to subjects such as philosophy,

literature, history and art, and not merely to engineering, finance, and structure.

Administration is administrators. Administrators become increasingly human and

philosophical, capable of planning ongoing programs which meet human needs and

aspirations, when they are unified by areas of knowledge and skill which stress

man's humanity and his philosophical insights. (Dimock, 1958, p. 5)

The notion that leaders should be philosophers is not new. Indeed, the tradition
may be found as far back as Plato but the notion has not been widely accepted primarily
because, as institutions have become more bureaucratic and have acquired more functions,
leadership has been identified with either managerial or interpersonal skills, or with
charismatic personality (Housego, 1991, p. 3). In addition, manifesting a philosophical
orientation to administration could be viewed not only as impractical, but also as elitist and
possibly incompatible with the industrial imperatives of modem society. In the search fora
more practical and scientific base for administration, theorists turned to positivist and
behaviorist schools of thought. As Hodgkinson (1983) pointed out,

the positivists in particular and the behaviorists generally, with Simonasa

prototypical exponent, would be content to regard administrative process as being a

negotiation of means-ends chains wherein ends are given or derived from elsewhere

and it is the function of the executive merely to satisfice such means-ends

consummation according to the metavaluational criteria of efficiency and

effectiveness. (p. 11)

leadership in terms of management, efficiency, and production. Unfortunately, this view
of leadership does not value critical reflection, autonomy, or collective deliberation, and, as
Codd (1989) stated, "it is a view of leadership that is particularly inappropriase
educational institutions because it negates the educational purposes of those institutions
[italics in the original]” (p. 157).




These educational purposes are embodied in the fundamental values of the
educational administrator. Accordingly, this dissertation sought to probe the nature of
administrative values and the roles that these values play as administrators make decisions
and solve problems. Specifically, the nature and role of values for Alberta school
superintendents were examined to assist in understanding why these supéﬁnt:ndgms do
what they do.

The Problem to be Addressed in the Research

Some research has been conducted to determine the role that values play in the
decision-making and problem-solving activities of school principals but little, to this date,
has occurred in those same areas in relation to superintendents of schools. Accordingly,
the following major question was proposed to guide the study:

What role do values play in the decision-making and problem-solving activities of
Alberta school system superintendents?

In addition, the following related questions were addressed in the study:

1. To what extent do the values held by superintendents influence the identification
and selection of priorities for the school system?

2. How do superintendents provide for the debate and containment of values

3. How do superintendents resolve, mﬂunﬂ:admumvemu.dmvdue

4. Whagm&emnd;nfsupmnmnﬂem.mmmgmﬂuﬂngmdmumve
action in the context of specific issues and policies?

values within the school system?
Basic Assumptions Inherent in the Study

This study was premised on two basic assumptions. First,
the capacity in which they work, are involved in judging and deciding what ought 1 be

ol



done. In judging and deciding, as Codd (1989) stated, "whether they are determining ends

appraisal of the facts pertinent to each decision” (p. 160). Bringing these two components
together produces the responsibility criterion which is so very important in education.
Effective and professional educational administration must, therefore, involve responsible
deliberation and decision-making based upon educational principles, values, and facts.
Second, this study is based upon the assumption that values are crucial
determinants of effective decision-making and problem-solving behaviors of the
superintendent. Educational leadership, as Codd (1989) stated, “entails commitment to a
set of educational values and principles for practice. These values and principles do not
constitute a body of doctrine or a particular set of beliefs, but rather a disposition towards
rational reflection and deliberative action which is fund
(p. 161).
Justification of the Research Topic

In 1945, Herbert Simon published a book which had, and continues to have, a

significant impact upon the study of administration. Entitled Administrative Behavior, the
book gave impetus to the value-free study of decision-making and administrative
rationality. Simon (1945) emphasized the factual basis of choice and recognized that
making decisions was the essence of administration. Greenfield (1986), who reacted to

inistration, noted

Simon's influence upon the study of adr
Simon's aim and hope were sweeping and daring: to enhance organizational
efficiency and effectiveness by ensuning that administrators chose--within the
limits of the rationality open to them--the best possible means 10 achieve a given
end. (p. 62)

As Greenfield (1986) stated, Simon (1945) would have us believe “administrative
man had 10 disappear as a value-bearer and willful and unpredictable choice-makes
and the situation in which the

than an awareness and an assessment of the environment
administrator works, and more than an objective, rational, and scientific choice ©




determine the best possible means to achieve a given end. The foregoing assumption is

best illustrated by Hodgkinson (1983) who stated, "a central administrative question has
now become value-philosophical and can be stated simply as, how can men administer each
other so as to minimize the evil done by organizations” (p. 14)?

The most popular model of leadership is that which views leadership as a social-
psychological phenomenon. As Murphy, Hallinger and Mitman (1983) stated, this model
"requires the use of different behaviors in different situations and with different members
of an organization" (p. 300). Thus, effective leaders presumably are those who are able to
call appropriate behaviors into action in a given circumstance. In addition, the effective
leader or administrator is seen to possess a body of theoretical and pragmatic knowledge,
an ability to read situations, intuition, tacit knowledge and the ability to integrate theory and
diagnostic information to plan a course of action. However, it would seem that a crucial
component is missing in this characterization of effective leadership.
held by the administrator are as much of a part of the decision process, and are as

important, as rationality. These values, both of an individual and a communitarian nature,
are used by the administrator to the extent that administration becomes a moral enterprise.
This moral enterprise is particularly necessary because, as Hodgkinson (1983) stated,
S T
philosophical considerations. Means have overshadowed ends and there has been a
sort of anesthesia of the administrative sense of value. (p. 16)

an:npdm Inherent in the Philosophical Orientation of the Research
Design

Ontological Assumptions. In any study, the researcher brings to the work an
as socially constructed realities in which individuals, working by themselves and
collectively, shape the environment. Thus, superintendents are viewed as operating with




technical rationality and, more importantly, normative rationality in maintaining and
changing that environment.

Accordingly, the essential assumption was that the superintendent's experience is
essentially phenomenological in nature and, as such, does not lend itself to study by a
series of laws or theories which can serve to predict and control those experiences. Indeed,
the central ontological premise is, as Hodgkinson (1983) stated, that "administration is a
complex and pervasive human process [carried out] within an overall context of human
values. Values impinge upon and are entwined in every phase of the administrative
process” (p. 3). Thus, to gain an understanding of the nature of these values and the
degree to which they influence administrative action of the superintendents, it is most
appropriate that they be acquired from the words and experiences of those directly
involved.

The second ontological assumption was that the world of values is inade by the
superintendent. Indeed, it was assumed that superintendents, in practicing leadership in
their school systems, overcome certain factual constraints by the application of specific
values to phenomenological issues. It was further assumed that the values held by the
superintendent give meaning to the world in which the superintendent functions.

Axiological Assumptions. The primary axiological assumption underlying
this study was that normative rationality influences the leadership of superiniendents
Wmhddm brings biases, prejudices, ways of thinking, personality quirks, and
notions of what works and what does not 1o the reality in which the superintendent
operates. Thus, the answers to the questions of "how?” and "what?" cannot be resolved in
purely objective, rational ways. They must, on the other hand, be answered in a normative
manner wherein the superintendent decides what ought to be the case. Deciding what
ought t0 be the case cannot be determined solely by investigating what is the case.
degree to which the superintendent’s morality reflects a concem for others. Axiologically,



it was therefore assumed that normative rationality is as important as, if not more important
than, technical rationality in determining how superintendents solve problems and make
decisions.

In this vein, it is important to reflect upon Hodgkinson's (1983) admonition that
"the three irreducible elements of decision are fact, probabilities, and values” (p. 29).

Epistemological Assumptions. From an epistemological point of view, it
was assumed that this study would further an understanding of which values govern the
choice of ends and means of superintendents. In addition, it was assumed that the study
would provide an understanding of whose values prevail in critical incidents and issues.

The ontological, axiological, and epistemological assumptions inherent in this study
are consistent with the interpretive paradigm which seeks not to predict and control human
behaviour, but rather to understand actions and to determine, in a phenomenological sense,
how values influence those actions.

In summary, this study examines superintendent's experiences to better understand
the value orientations inherent in the actions they took. There is little doubt that each
superintendent brings to particular situations beliefs, values, quirks, and an individual
personality which influence what and how things are done. Further, because these
experiences are phenomenological in nature, understanding why particular courses of
action are taken is far more valuable than examining the actions themselves 30 as o predict
thadninimﬁvencﬁmspupecﬁveadnﬁnismmdmldukeinﬁkeﬁm
Finally, the study is premised on the assumption that the normative rationality of
superinsendents is as important as the logical, analytical skills they bring 10 particular
situations.



The Research Orientation for the Study

The study was guided by a general orientation to research in the interpretive
(hermeneutic) paradigm and used, for conceptual purposes, the values paradigm as
developed by Hodgkinson (1983, pp. 36-56) to reflect upon the life experiences of
superintendents.

Within the values paradigm (Figure 1.1), values are viewed as subjective because
they are concepts and are highly phenomenological in nature. However, the values
paradigm can, in Hodgkinson's (1983) words, “be applied to any action or event” (p. 45)
in order to better understand the meaning of the event in relation to values. Indeed, the
value paradigm is related to the Aristotelian notion of praxis, a practical philosophy,
wherein humanity, through actions, seeks to find or to lead the good life. As a theoretical

construct, the values paradigm can serve to inform or enlighten practice; it does not

IIB JCONSENSUS thinking

Il PREFERENCE | affect behaviourism | I

Rodgkinson, 1983, p. /8.
Schieirmacher (1964) spoke 10 the issue of theory and practice and commen




itself by means of theory” (p. 40). Within the values paradigm, values are classified
according to four types of answers which can be given to the question "why is an object or
action, or event deemed to be good or right” (Hodgkinson, 1983, p. 37)? Hodgkinson
(1983) outlined four grounds which can be used to justify the valuing process. These four
grounds include principles (Type I Values), consequences (Type IIA Values), consensus
(Type II1B Values), and preference (Type III Values).

Type I Values are those which are trans-rational; they go beyond reason and imply
an act of faith or intent or will and are demonstrated by the acceptance of a principle.
Hodgkinson (1983) stated "these values are essentially metaphysical in origin or location.
Often they derive, or it is claimed they derive, from such rationally intractable

based on a high degree of commitment to an ideal (i.e., principle) and require a degree of
freedom of will so that the commitment to the principle or ideal can occur. Level I values
imply intense responsibility to choose or to commit to a principle and thus, imply as well,
significant agonies in choosing. In Level I, for example, the value of honesty would be

grounded in principle.

Type I values, whether of the A or B variety, are typically justified on the grounds
of rationality. This can occur first as consensus (IIB) when one finds something to be right
or wrong because there is an expressed social consensus manifested in law (policy) for or
preferences stated by society, group membership, or an organization. In Type IIA values,
a higher level of rationality occurs and the value is established by an analysis of the
consequences of holding it. The test of a value judgment or an act is its consequences and,
as Hodgkinson (1983) stated, “much ethical and moral disquisition is devoted to analytical
reasoning of this kind” (p. 39).

To utilize the honesty value again, its relation
determined because the value has been reasoned about or because it is the norm of some

hip to Type IIA and IIB values is



group to which the individual belongs. Thus, Type Il values are cognitive-rational and the
associated philosophical tendencies are inclined toward the pragmatic and the utilitarian.

Type III Values are justified on the grounds that the object or action is liked or
preferred by the subject. Preferences may be innate or, as is most generally regarded to be
the case, leamed. Within the latter case, great efforts are expended by political and

because it is preferred to dishonesty. In a more pragmatic sense, it may be less trouble to
be honest than to lie depending upon how one feels at the time such a question arises. In
sum, Type I values invoke the aspect of will. Type Il values are cognitive-rational and
Type I1I values are emotive and affective in source. Hodgkinson (1983) stated that "the
crucial thing about any value is its level or type” (p. 41). This concept becomes

exceedingly important in the study of educational administration since, as Hodgkinson
(1983) stated,

the modal level for administration generally is Level II where the philosophical

tendencies in so far as they can be labeled at all are inclined towards the

and the utilitarian. It is understandable, after all, that most executives would hnve

. & prima-facie concem with the greatest good for the greatest number within the
ﬁeldofdmuudmtymdpower.mdmthmemgmmc getting things done, the

art of the possible. (p. 40)

The second component of the research orientation deals with linking the typology 10
educational administration. Based on recent research with principals, (Begley and
Leithwood, 1989; Campbell, 1988; Leithwood and Steinbach, 1991), a classification of
values potentially useful to administrators was created to desermine which values influenced
problem-solving and decision-making. Leithwood and Steinbach (1991) developed a
within those categories (see Figure 1.2). These sixteen values and the four broad value

categories can be related to Hodgkinson's (1983) Value Paradigm 10 determine which




values enable the reflection upon and the derivation of the meaning of crucial incidents
involving decision-making and problem-solving for the superintendent.

Immegart (1988), in his review of leadership, effectively linked the values of a
leader or, for the purposes of this study, a superintendent, to the context in which the
leader works, the mission, goals or objectives chosen, the actions taken to achieve those
objectives, and the results obtained. In this linkage (Figure 1.3), Inmegart (1988)
effectively demonstrated what both Hodgkinson (1983) and Leithwood and Steinbach

(1991) advocated: Values are a factor in the decision processes of leaders.

Figure 1.2
A Classification of Values Potentially Relevant in Administrative Problem-solving
T. Basic Human Values
1.1 Freedom
1.2 Happiness
1.3 Knowledge . i
1.4 Respect for others clients (students, parents, ltllf)
1.5 Survival 3.4 Consequences for others (society-
tt-QE, cammmq)
2. General Moral Values 4. Social an tical Values
2.1 Carefulness 4.1 Participation
2.2 Faimess (or justice) 4.2 Sharing
2.3 Courage 4.3 Loyalty, solidarity, and
commitment
4.4 Helping others

Leithwood & Steinbach, 1991, p. 10,
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Figure 1.3
Model of a Broad Conceptualization of Leadership

Values ‘thics Id Culture

Directions,
Events—# Lead _ﬁgﬁ;‘.lves e o .
ven er'S m— OF el a0 1 Vil s Results or
Mission boundarics for (leading and outcomes
action work)
Situations nvimnmlt a
expectations

Immegart, 1988, in N.J. Boyan (Ed.), p. 274.
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Chapter Two
A Review of the Literature
Introduction

The literature germane to this study consists of the examination of three basic and
highly interrelated themes. The first theme is concemned with the reasons for considering
that educational administration consists of a moral imperative. In this sense, the moral
imperative relates directly to the unequal distribution of power and authority between an
administrator and the rest of the staff in educational organizations. Sergiovanni (1991) has
written extensively on this aspect of administration and his views, with those of Barnard
(1938), Greenfield (1984, 1986), Hodgkinson (1983), and Selznick (1957) are examined
to show the relationship among values, moral responsibility and the actions administrators
take. The literature reflects a view of administration as philosophy-in-action, and the nature
of axijology, the study of values, is explored in this context.

The second theme is concerned with the work that superintendents do and the
relationship of the work to values, both those of an individual and an organizational nature.
Drawing heavily on the work of Canadian researchers (Allison, 1989; Boich, Farquhar, &
Leithwood, 1989; Coleman & LaRocque, 1987; Genge, 1991; Leithwood & Musella,
1991; Leithwood & Steinbach, 1991; McLeod, 1984; Musella, 1990), the review shows
MC&&MMMBUBGW(:WWMMM;
concomitant conflict between their own values and those held by others in the educational
enterprise.

The third theme deals with the principles of ethics and morality that characeerize the
educational enterprise. Conflicts between people, especially between educational
administrators and other stakeholders, are premised on the assumption that relationships
among people cause the conflicts and that the resolution of those conflicts requires an
examination of values, especially those relased 10 power and control. Follest's (1927,
1932) work is especially germane 10 the issue of value conflicts and their ultimate
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resolution and this work is explored in depth. Secondly, principles of morality (Kant, tr.
1959; Kohlberg, 1984; Lyons, 1991) and ethics (Robinson & Moulton, 1985) are explored
and related to the practice of educational administration. Thirdly, the work of Housego
(1991) is used to illustrate that the Canadian polity consists of such a diversity of values
that it is absolutely essential for educational administrators to adopt values reflecting a
balance between individualism and communitarian good. More importantly, this work
shows that superintendents must be prepared to take a stand on crucial value issues
affecting the education of children since it is in the field of education that values will be
passed on to children.

Theme One: Educational Administration and Its Moral Imperative

Scientific administration stressed the importance of technical rationality in decision
making and problem-solving. What the advocates of scientific administration missed in
espousing technical rationality was, as Hodgkinson (1983) stated, that "administration is a
complex and pervasive human process [carried out] within an overall context of human
values. Values impinge upon and are entwined in every phase of the administrative process
and this, of itself, guarantees conflict” (p. 3).

Those conflicts, which can be within the individual, between the individual and the
choices must be made between what is good and what is effective. We are advised by
W(l”l)dm”wbendnmminwnﬂic&ﬂgﬂﬁﬂéﬁcehﬁpﬁgﬁe
former over the latter” (p. 326).

In making the moral choice, administrators must recognize, as Hodgkinson (1983)
stated, that “the three irreducible elements of decision are facts, probabilities, and values”
(p- 29). Since administration is an enterprise based upon the exercise of power, and one in
which decisions are made for and about others, Hodgkinson's (1983) definition of morality
as a "concemn for others” (p. 29) must be considered a comerstone of this enterpris
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Therefore, administration, in the words of Hodgkinson (1983), "is a particularly moral
activity” (p. 29).

Moral leadership mu- be exercised by administrators and the basis of this moral
leadership is, as Sergiovanni (1991) stated, "normative rationality" (p. 326). Normative
rationality is not a force designed to supplant technical rationality--characterized by logic,
use of power, specific decision-making strategies, and govemed by facts--but rather to
complement it. For example, rather than an administrator utilizing bureaucratic authority
and power to force someone to do something, or utilizing psychological authority to
manipulate a person to do something, normative rationality would provide the reasons for
selecting one alternative over another. Reasons for the choice are open for discussion and
evaluation by everyone and, to pass the test of normative rationality, the reasons, as
Sergiovanni (1991) stated, "must embody the purposes and values that the group shares"”
(p. 326).

More recently, situational awareness has been recognized as a factor which can
heavily influence decision-making and problem-solving. As Foster (1986) stated,
"contingency theory has become a dominant intellectual force in respect to organizations in
recent times” (p. 127). Contingency theory states there is no one best way to manage an
organization and that management is contingent not only upon the products of the
organization, but also upon environmental forces such as the market and the political
m in which the organization finds itself.

Contingency theory is advantageous in that it relates, as Foster (1986) stated, “the
'right’ organizational structure to the type of environment with which the organization
interacts” (p. 127). Responsiveness to changing conditions is prized as an administrative
activity and management is keyed to changes occurring outside of the organization.
Indeed, Morgan (1986) asseried,

in relation 10 highly effective problem-solvers and decision-makers, we find that

this kind of mystique and power is often based ability 10 develop
wmaumm;mmmim&u
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of reading situations with various scenarios in mind. and of forging actions that

seem appropriate to the readings thus obtained. (p. 11)

Those deep appreciations, to which Morgan (1986) referred, are inextricably linked
to theory, research findings, intuition, and situational awareness. However, Sergiovanni
(1991) cautioned that knowledge acquired from the integration of these sources of
knowledge “cannot represent a source of authority for action that replaces moral authority"
(p. 327). Effective moral icaders realize the limitations on their ability to make accurate
predictions and encourage others to recognize this limitatioi as well. Moral leaders do not
decide upon major issues by following solutions advocated by research.

In the field of education particularly, Smith and Blase (1987), cited in Sergiovanni
(1991), stated,

the generalizations of educauonnl inquiry are: not epistemologically mﬂle;edﬁ they

must share the stage with experier.ce, a recounting of the ex

others, with philosophical and sociological considerations, and so on. (p. 327)
Thus, we are strongly reminded that research findings cannot be the primary determiner of
administrative action.

Influenced by personal experience and the experiences of others, by philosophical
tenets and research knowledge and by what is valued, the administrator forms the basis of a
normative mionality. Normative ﬁhﬂﬁlllly influences the pﬂcﬁce of leadership in that

and notions of what works and of what does not work. Aﬂafﬂlesefumnmd
theories o« practice influencing what the leader does and does not do. Normative rationality
is thus governed by a strong value orientation, both that of the individual and the group,
and is reflected in actions taken to achieve some given end. Thus, values are seen 10 exert
a significant influence on the administrative process for it is these values that give the
administrative world its worth.
The Reasons for a8 Mor:' mperative in Administration

Sergiovanni (1° - 1) offered five broad reasons, all of which are infused with the




1. The task of an educational administrator is to transform a school or a school
system from being an organization of technical functions into a responsive, adaptive
institution which exists not only to get a particular job done, but as an entity in and of itself.
In an organizational context, the administrator is concerned primarily with doing things
right. In an institutional context, the administrator works with others to articulate and
inculcate values providing a distinct identity for the organization. This latter consideration
requires that administrators be primarily concerned with doing the right thing.

In a similar vein, Selznick (1957) focused upon the institutional leader as one who
is primarily an expert in the promotion and protection of institutional values. Characterized
by a concemn for the organization as a whole and its self-raaintenance, the leader becomes
involved in critical areas of the organization such as the development of policy for the
recruitment and training of personnel, the representation of group interests in the
organization, and the co-operation of the organization with other organizations. Through
this active involvement and the subsequent decision-making, the leadcr inculcates values in
the social structure of the organization and shapes organizational charucter. Bemnsiein
(1959), after reviewing Selznick's (1957) book, stated "leadership goes beyond the
anainment of efficiency. Its functions include the definition of group goals, creating an
organization capable of fulfilling its mission, and upholding the distinctive aims and values
of the organization” (p. 198).

| Sergiovanni (1991), however, went further in relation 10 the concept of creating an
institutional value for the school. He cautioned that, in becoming an institution, “a school
must move beyond concerns for goals and roles to the task of building purposes into its
structure and embodying these purposes in everything it does with the effect of
transforming school members from neutral participants 0 committed followers” (p. 323).
Embodying purpose and creating followership through effective leadership, are, in
Sergiovanni's words, “inescapably moral” (p. 323).

16



2. Technical and moral images of administration cannot be separated in practice
since every technical decision has moral implications. This is clearly evidenced when
decisions are invariably made about and affect people in the organization. Hence, it is
crucial for administrators to know whether their actions were indeed right.

Blumberg (1989) advised that administrators must be prepared 1o judge their own
work through the "voices of conscience” (p. 195) which comment on conduct. By
exercising reflexive judgment, each of us subjects individual behaviour to criterion
measures which have been established for ourselves. Indeed, these criteria often relate to
those things considered to be highly moral or those things attached to a moral feeling.

3. Answers to the questions of what to do and how to do it cannot be resolved in a
purely objective, rational manner. These answers must be treated as normative assertions,
those which we say are true because we believe they are true. Administrators must decide
what ought to be the case and this cannot be determined by simply investigating what is the
case. As Sergiovanni (1991) noted, "normative assertions are moral statements” (p. 324).

4. The relationships between educational administrators and others are inherently
unequal since the administrator has more power than others. While the source of this
power stems from hierarchical structures, it also occurs because administrators have access
to greater information than do others. Consequently, the relationship between the
administrator and the followers is a moral one, wherein the ability 1o control will not be
e;&ploiwdbytl\eadlninisuuwr. Also, leadership in this sense is not a right, but rather a
responsibility to ensure, as Sergiovanni (1991) stated, that "the competence, well-being,
and independence of the follower are enhanced as a result of accepting control” (p. 324).

S. Since administrators have considerable discretion, their jobs provide
opportunities for abuse. Simultaneously, this discretion is a necessary requirement for
effective leadership. Autonomy provides the opportunity for choice, and without choice,
there can be no leadership. How administrators handle this discretion, as Sergiovanni
stated (1991), "raises moral issues and has moral consequences” (p. 326).

17
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Moral issues and moral consequences are inescapably linked to values, which are,
as defined by Hodgkinson (1983), "concepts of the desirable” (p. 37). Acceptance of this
definition would certainly lead to the acceptance of Hodgkinson's (1983) principle that "the
truth is that value problems pervade organizations throughout all levels of the authority
hierarchy” (p. 36). What this means to the administrator, as a moral agent, is that values
such as natural justice, central control and individual and group initiative, freedom,
pluralism, and relativism, to name a few, are chosen and imposed upon others. Where
competing values impose themselves on the reality of the administrator, the administrator
must choose among those competing values, and this choosing is both a conscious and an
unconscious process. In choosing, the administrator faces a major dilemma: If science,
rationality, and logic cannot deduce the best course of action, which values should govemn
the choice of ends and means? More importantly, whose values should prevail?

Miklos (1979) advised that "abuses which are possible in educational organizations
are restricted to a limited range. However, they may differ only in degree, and not in kind,
from those which are likely to attract public attention” (p. 2). He too cautioned us that we
should not continue to assume that administrative theory is morally neutral and that what is
viewed as effective should not necessarily be equated with what is good.

According 1o Housego (1991), "those who are the most powerful have their way
with respect to the imposition of values in the group, in the community, in the society, in
tineorpniution" (p. 19). Thus, the issues of power and its use are compelling reasons for
educational administrators to adopt a view that administration casries with it a moral
imperative 10 ensure people in the schools and school system are neither abused nor
disabused and that the p» Mection of human dignity is the basis of relationships. Bearing in
mind the axiom that power corrupts, administrators must use power judiciously and
morally.

This use of power, as was mentioned carlier, makes administration a moral activity
which must be tempered with values--hopefully the rigit values--and techniques of value
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analysis, not only to resolve value issues, but also to develop a working philosophy of
administration which can be applied to the field of practice.

Theme Two: The Work of the Superintendent of Schools

An Orientation to the Discussion

A number of studies, carried out in the past 10 years in both Canada and the United
Genge, 1991 Hord, 1991; Leithwood & Musella, 1991; Leithwood & Steinbach, 1990;
McLeod, 1984; Musella, 1991; Roberts, 1991) have focused upon the role of the
superintendent of schools, the work and/or tasks associated with the formal and informal
role expectations of the superintendent, and the effect of the superintendent upon school
and school system effectiveness.

Generally, these studies ace particularly informative about what superintendents do
and some, particularly those of McLeod (1984) and Musella (1991), point to a significant
angst experienced by superintendents in their daily lives. It would seem the angst is caused
by competing and conflicting demands which are forcing superintendents 10 make
significant changes in their roles.

The Canadian Scene

Within the Canadian scene, Boich (1989) outlined a number of themes which have
emerged in terms of the competing and conflicting forces impinging upon the role of the
superintendent of schools. These include: (1) centralization vs. decentralization; (2) dual
vs. unitary structure; (3) public servant vs. corporate executive; (4) professional educator
vs. political manager; (5) external regulation vs. self-determination; and (6) the balance of
power with teachers and trustees. Musella (1991) commented on the efficacy of the six
themes in understanding issues imbedded in the exient of the change enced by

These issues, "ymﬂmmkmgmm&

analyzing the &ﬁ;&mmunuem upon the role of the CBO (i.e., the
superintendent). [However), it is mmmmmm
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these six compe_tinf forces may or not be relevant to the various factors affecting
a CEO in a particular setting. (p. 4)
In an attempt to determine what changes have taken place in the role of the CEO in
Canada, Musella (1991) sent a questionnaire to 110 superintendents and requested them to
indicate what changes they have experienced and are experiencing in their current position
and what led to the changes. Some 86 responses were obtained and, as Musella (1991)
stated, "the content of the responses confirmed the fact that there was considerable
frustration with the direction of change that the CEOs were forced to undertake and with the

Increasing Politicization of Canadian Education

Responses to the primary question of what changes superintendents were
experiencing were categorized by Musella (1991) into the political and administrative arcas.
Within the political area, superintendents stated that the greater involvement of trustees, the

greater numbers of community interest groups in the educational milieu, and the increased
level of sophistication and expertise of those with whom the superintendent communicates
(parents, trustees, the media, community lez ders) have reduced the power and influence of
the superintendent and have added more complexity to the hurman relations dimensions of
the job. In the past, superintendents had more authority and credibility and the ability w0
influence came automatically with the position. As Musella (1991) stated, "now the CEO
must ‘eam’ the ability to influence as much as (or more than) the elected officials [and] the
extent of the influence is highly correlated with the political skill of the CEO" (p. 7).
Superintendents are now facing a re-ordering of the sources of influence from those
traditional sources which included legitimate authority, reward and sanction to referent
Also, in relation 0 the political theme, superintendents indicated they were expected
10 adopt & more facilitative role 10 achieve consensus among the various interest groups.
The increased questioning of decisions, the increased requests for participation in decision-




decision-making to external decision-making have caused superintendents to change from a
mediator to a facilitator, and to change from an authority base to a consensual base in
dealing with others. As Musella (1991) stated, "practically all CEOs indicated that political
activity of one form or another constitutes a major part of their present role” (p. 7).

The second major area of changes to the administrative role was considered to be
significant for superintendents. Formerly, superintendents established system policy and
direction, controlled the release of information to trustees, and decided what to do.
Generally, these roles were not inconsistent with the expectations trustees had for the
superintendents in relation to making decisions in regard to goal setting and policy
development and implementation.

In the new scheme of things, superintendents saw their role changing from that of
the educational leader to that of a senior admi

nistrator. Musella (1991) cited numerous
responses from superintendents to illustrate their concerns in this area. Two responses
however, are particularly germane to this issue:
The most significant shift has been from using, and being relied upon for one's
educational lmuwldfe 1o being responsible for legal and financial issues. It is now
possible, unfortunately, to go a whole day without having any meaningful
educational contact.

Tengyemagoﬁeiiﬂmme&mﬂmﬂleadsr now a business manager [sic).
(P. 9

Because of increased paper work, increased demands from all sectors having a
ionship with the schools and school system, increased expectations from ministries of

ation regarding feedback on government initiatives, and increased expectations from
the general public that the CEO be a specialist on increasingly compiex issues,
superintendents see an increased focus on their hierarchical position. Issues are expected
be resolved at the CEO level and this is evidenced by the comments Musella (1991)
excerpted from the responses of superintendents 10 the questionnaire: "Everyone goes 10
the top these days” and "everyone wants a piece of the CEO" (p. 8).
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These issues, which in and of themselves are extremely significant for the
superintendents, are made increasingly complex because, as Musclla (1991) stated, "all of
these administrative demands must take place in a culture which places high value on
involvement. Hence, nothing gets done unless everyone is involved” (p. 8).

Superintendents are no longer able to unilata'ally make decisions and must now use

cooperation. Musella (1991) summed up the situation in an admirable manner when he
stated, "the CEOs of Canada are saying that they must be more political to be more
effective, even to survive. In addition, the administrative aspects of the position require a
greater 'fit’ with the changing expectations of all the stakeholders” (p. 10).
Reasons for the Role Changes of Superintendents
Musella (1991) concluded "the factors which led to changes in the role of the CEO
are not unlike factors that lead to changes in schooling in any setting” (p. 10): historical,
economic, political, social, and philosophical. Those superintendents who responded to
Musella's (1991) questionnaire focused upon contemporary causes rather than those which
seemed to be historical in nature. In the political, economic, and social categories,
Tmmhwm:mmhmmﬁmmm;mmym
often devoting more time on their role and actively pimm; ive roles
and school issues. As a result, the CEO has become a "working executive”
involved in participatory committees and debate. In prior times, the CEO made
decisions and issued rules. (p. 11)
Themmnfmu ministrators has forced a change in the role of the
CEO in most boards. More highly paid trusices are now sp mare time in
ative matters and exert a greater role in the daily operation of the board.

(p, u)
McLeod's (1984) study offered findings consistent with the views of the

nﬁnmmumﬁ:mmﬁmqmtm' articipatory commitee
‘mmym-hﬁmmﬂm&ﬁﬂhmwhﬂdnamdma;
CEOs and superintendents) averaged at work [in one week]” (McLeod, 1984, p. 175).
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Further, McLeod (1984) found "members of the administration constantly 'touch base'
with each other to share information and check strategy, especially insofar as it has to do
with the process of handling the trustees, ‘eachers, a parent, or members of the public
generally” (p. 175). Single issue trustees, the devaluing of the corporate role of the board
by individual trustees, and “a lack of respect for lines of authority in the system [by
trustees]” (Musella, 1991, p. 11) have forced superintendents to change the nature of their
political role. As McLeod (1984) pointed out, "they face too many people with their own
axes to grind on issues that do not necessarily penain to schools. Chastisement of
administration, to the beleaguered officials, seems to be an end in itself” (p. 178).
However, the changes in the political roles are directly related to broad societal changes

occurring within the micro- and macro-environments.

government, particularly at the provincial level, have prompted pressures to be passed to
local governments. In addition, pressure groups have greater interaction with the board,
particularly in relation to those groups who expect schools to deal with their specific social
problems. Musella (1991) also noted the pressures can come "simply from the desire of
professionals to meet the needs of all the students” (p. 12). One superintendent poignantly
explained a point of view in relation to societal change and its effect upon the
superintendent's role:
Education is the new religion--the promise of a better future and the scapegoat for
current ills. It is under tremendous scrutiny and pressure. The dynamics of change
are accelerating. lmnolongergg enough to be efficient and professional.
F’manculsueuespunddown higher levels of government, coupled with
increasing mandates are demandin 98 n?omnm“ﬁﬂmmg
and doing business. (Musella, 1991, pp. 12-13)
Muselh’s(l”l)mﬂyckulypmnwdmanmnﬁafﬁcmmh;mm
in dramatic and sometimes painful ways, the roles and tasks of Canadian superintenden
of schools. In sum, these factors include the increasing politicization of the community &
the board level, the extension of the role of the trustee, the demand for gresser invol




better information on a greater variety of issues, the increased demands on the educational
system to meet the needs of more diverse groups and individuals, the reduced resources
with which the school system is expected to meet these needs, and the increased demand
for accountability. The superintendent, therefore, has had to become increasingly skilled in
political strategies and in working with a wide variety of groups in facilitative and
collaborative roles. In addition, the superintendent is regarded less as a leader of people

and more as an influencer of people.

McLeod (1984) offered some salient observations in this regard. Superintendent
behaviour was governed by a number of lower order and higher order motivations. Lower
order mctivations included:

1. The desire to be seen as an official who is approachable by, and accessible and
responsive to others.

2. Visibility of the superintendent was prized by those who participated in
McLeod's (1984) study. The superintendents participated in numerous public activities,
including trustee meetings, conferences, staff functions, and school tours to facilitate a
human relations approach.

3. The superintendents feared the consequences of being seen as disinterested,
aloof, or ill-informed. Teachers are desirous of being observed in their classrooms even if
they are not 30 pleased with the nature of the evaluative exercise. In addition, the non-

atendance at some trustec meetings could be perceived as being illustrative of disinterest.
iderations are very important and are, as McLeod (1984) pointed

out, of a "defensive and an offensive variety” (p. 177). In a defensive sense,

superintendent moves quickly to
ensure that professional and educative interests in the outcomes of policy development and



Higher order motivations placed greater emphasis on, as McLeod (1984) noted,
"cherished personal ideals for exceptional performance pursuant to quality education . . .
ideals which frequently collide with a reality that forces painful compromise” (p. 178).
Notwithstanding this potential collision between ideals and reality, superintendents
continue to be influenced by higher order motivations:

1. Superintendents, as McLeod (1984) noted, "by way of introduction and without
exception, . . . espouse their interest in improving what they perceive as quality education”
(p. 178). However, they also asserted that as superintendents, they must safeguard the
right of the administration, as McLeod (1984) noted, “to retain control of the organization"
(p. 179).

2. Superintendents believe the organization must be supervised in such a manner
that disruptions and surprises are eliminated. In this context, the emphasis upon the
technical competence of subordinates is matched by the superintendent's desire to develop,
in the subordinates, a sense of common purpose which results in higher productivity.

3. Superintendents also operated on the premise that their trustworthiness,
commitment, and professionalism were representative of their school board.

4. Superintendents were also motivated from a high level concern for the well-
being of their subordinates. Morale and the desire to create a high degree of professional
M among subordinates were seen to be highly desirable in encouraging the
subordinates to associate with their leader.

S. Superintendents also operate on the principle that their personal career prospects
are heavily influenced by the orderly functioning of the organization as well as by
preventing disruptions to the course of the district operations. While the superintendent
stands at the top of the world of school board administration, the importance of this
position is seempered by, as McLeod (1984) noted, “serious insecurity [ which) encourages
caution and a general desire that ‘things not be allowed to get out of hand™ (p. 179).



6. The credibility of the superintendent is crucial not only in retaining present
employment, but also in seeking alternative employment should things go wrong. The
record of credibility (i.c., reputation) ostensibly should be achieved by evaluating the
year's performance against a set of concrete objectives and the specific completion of tasks.
Unfortunately, as McLeod (1984) pointed out, "such qualitative indices do not enjoy
widespread currency or legitimacy” (p. 180).

Because of the lack of legitimacy of formal evaluation procedures, the
superintendent tends to be judged not so much by what goes right in a system, but rather
by what does not go wrong. The office of the superintendent, as McLeod (1984) pointed
out, is unfortunately “so conspicuous, moreover, as to make the CEO a lightning rod for
political storms arising from various groups dissatisfied with what is happening in schools”
(p. 180). As a consequence, the superintendent "is tempted to withdraw behind carefully
constructed defenses” (McLeod, 1984, p. 180).

The superintendent not only attempts to cultivate the impression the organization
operates under tight controls, but also, as McLeod (1984) stated, "to maintain appearances
of normalcy with regard to teaching, curriculum, and evaluation” (p. 180). The outcome of
these defensive strategies, predicated upon the fragile credibility of the superintendent, is
"that the administrator feels compelled to invest energy in contaimment and control to such a

and quality service” (McLeod, 1984, p. 180).

the superintendent as a leader, or as McLeod (1984) noted, a "mover and a doer orasa
“functionary or a technocrat” (McLeod, 1984, p. 181). In the former image, the
superintendent is seen as operating on the cutting edge of progress and change in the field
of education. Not only does this person inspire followers, mobilize resources, generate
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"mover and shaker", as McLeod (1984) noted, “exercises power conspicuously. A
proactive stance is the hallmark of this kind of leadership” (p. 182). Those movers and
doers who suffer setbacks in the achievement of objectives are perceived by people as
having lost power or as having exercised power in inappropriate ways.

In the technocrat image, which is, as McLeod (1984) noted, "a dominant prototype
for executive behaviour” (p. 182), the superintendent decides the course of events only
through the limitations that rationality “places upon the choice and use of means in relation
to a given end” (McLeod, 1984, p. 183). While rational strategies, organization charts,
bureaucratic structures, rules and policies, and standard operating procedures have
significantly assisted in the development of a public education system in this country, they
have also created a significant conundrum for the functionary role of the superintendent.

The conundrum, as McLeod (1984) noted, is "the difficulty that arises in
establishing consensus with respect to the socially-desirable ends pursued by the
functionary using the most rational means (italics in the original]” (p. 183). Where public
will and direction are weak, the functionary can promptly move in to ensure ends are

tailored to satisfy rational means. The functionary also acts in an advisory capacity to the

school board and can have a pronounced effect by “articulating a range of rational feasible
choices for the people who can actually vote to formalize ourcomes” (McLeod, 1984, p.
183). Power in these instances is used very unobtrusively, and the functionary, by virtue
offering an interpretation of the is ‘es and the timing for the resolution of those issues.
McLeod (1984) effective. "mmarized the conflict inherent in this dichotomy of
images held by the superi nt and stated "interest is shifted 10 the appropriste

(is) the politics of interest and the politics of passion--a collision between cracy and
democracy” (p. 184).




8. Within the area of policy development, McLeod (1984) noted "the educational
administrator acts as something more than an honest broker between competing interests”
(p. 187), thus providing the superintendent with a significant capacity for exerting power
and influence. As a functionary in implementing and developing policy, the superintendent
can filter and control information, reduce or expand the nature and range of policy options
presented to the politicians, fix the timetable for dealing with policy issues, and control
agenda.

In addition, the superintendent attempts to shape school trustees in patterns of
behaviour and ways of thinking compatible with those of the administration. As McLeod
(1984) noted, "while the basic intent of this exercise may be quite honorable, the venture is
susceptible to excessive measures that could lead to the impairment of clear, independent
judgment” (p. 187).

McLeod (1984) and Musella (1991) have identified the leadership and
administrative roles of the superintendent and the motivations which continue to influence,
in a direct way, the actions of these superintendents. It is apparent superintendents are
affected by motivations which are simultaneously altruistic and selfish, especially in regard
to survival, evaluation, and career prospects; professional, especially in regard 10 the
maintenance and improvement of a quality education system; political, especially in regard
w influencing, communicating with, and informing others; economic, especially in terms of
meeting needs with reduced or static resources; controlli jally i '

intaining the right of the administration 0 administer; collaborative and consultative,
cially in regard to seeking input in the internal and external decision-making process of
hMﬁMam especially in regard 0 an advisory capacity

where a series of choices are articulsed 10 a political body possessing the power to vose
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notion that the processes used to achieve the ends must reflect good and right behaviors.
Of equal importance to the superintendent is the notion that the ends being pursued must be
right and good, in and of themselves. Indeed, at a minimum, the ends must be socially
desirable. The reconciliation of those socially desirable ends with those the superintendent
regards as good and right may be either rewarding or painful.

That superintendents experience significant angst and conflict, both internally and
externally, over many of these dichotomous and apparently contrary motivations,
expectations, and values is not surprising. What is surprising is that superintendents
continue to offer and want to offer service in light of these conflicting demands, particularly
since the effectiveness of the superintendent is described more in terms of what does not go
wrong in a school system and less by what goes right. More importantly, superintendents
have been forced, in light of Musella's (1991) findings, to adopt an increasingly political
role and a decreasing leadership role.

Both Musella (1991) and McLeod (1984) have provided a qualitative view of the
work of the superintendent and some of the underlying motivations of that work.
However, a fundamental and unanswered question remains: Why do the people who
occupy the position of superintendent act as they do? More importantly, how do
superintendents choose between philosophies of instruction, or between a series of goals
and objectives, or between evaluation outcomes which effect children, seachers, and the
WQ.aumdeMMsdﬂnmmmqmmwiMd
curricular requirements and availability of resources?

Expert Superintendents' Views

Genge (1991) studied 13 "expert” superintendents of schools in Alberta to
determine their highest priorities, their educational program priorities, the most important
criteria they used 10 judge the effectiveness of their school systems, the criteria they used 0
judge their own effectiveness, and the constraints upon their effectiveness. Unfortunasely,
the study did not delve into the value bases of these superintendents 10 determine the extent
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to which values influenced the selection of priorities and formed the basis of their views of
effectiveness, both on a system and on a personal level. Notwithstanding this limitation,
the results are instructive and can form the basis for further investigation in the area of
values and the superintendency.

Genge (1991) found that of three priority areas, those dealing with the system were
rated most highly by superintendents, followed by instruction, and personnel. Program
priorities, in order of frequency of mention, from highest to lowest, were academic, special
the greatest priority on the implementation of the programs prescribed by Alberta
Education. Within the special needs area, superintendents placed the highest priority on the
provision of programs for special needs students. Within the social area, superintendents
placed the highest priority on the development of programs to help alleviate social
problems. Within the technological area, superintendents placed the highest priority on
delivering programs on technology. Within the spiritual area, superintendents placed the
highest priority on reflecting spiritual beliefs.

Superintendents also mentioned a number of constraints which affected their
behaviours. Genge (1991) found superintendents most frequently mentioned political
constraints, time constraints, financial constraints, and oversized agenda constraints as
reasons for a reduction in their overall effectiveness. The findings in regard to these
constraints, and their effect upon the effectiveness of the superintendent, are similar to
those reported by McLeod (1984) and Musella (1991), although the degree of importance
attached to these constraints by the participants in Genge's (1991) study is significandy

It is somewhat ironic that in the American milieu, the liserature continues to indicase
the leadership role of the supe jent, especially in terms of maintaining quality




superintendents to assume. Indeed, the reviews of the American studies have shown little
reference to the increasing politicization of education, except in light of the demands by the
American public for school reform and school restructuring, that have caused Canadian

superintendents to significantly change their role: and associated actions. A reason for this

political phase and that superintendents have adjusted to this to such a degree that politics is
taken for granted.

Two recent studies conducted in the United States (Hord, 1991; Roberts, 1991) are
indicative of the importance of superintendent leadership. These studies provide further
insights as to the work superintendents do and the leadership activities in which
superintendents are engaged.

Superintendent Leadership

Hord (1991) completed a moderate, but not insubstantial, review of the literature
germane to the topic and concluded the review by stating "it seems clear that
superintendents can and do demonstrate leadership capacities that target instruction and that
what they do appears to correlate with district level performance” (p. 7). In light of these
leadership capacities, Hord (1991) noted that instructional leadership "include(s] at least
two elements: 1) a focus on instruction; and 2) a focus on improvement that results in
change in knowledge, understanding, skills or behaviour” (p. 5). Instructional leadership,
in Hord's (1991) opinion, requires the leader be attentive to instruction and that the leader
provide resources, personal energy, time, and guidance in change strategies which "enable
attainment of the vision of improved instruction” (p. 5).

Using the above definition of instructional leadership as a focal point, Hord (1991)
cited five studies (Coleman & LaRocque, 1988; Hallinger, Murphy, & Peterson, 1985;
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Goal Setting and Concomitant Superintendent Actions. Murphy and
Hallinger (1986) reported findings about superintendents in 12 districts. These authors
found the superintendents set goals and established standards, selected staff, supervised
and evaluated staff, established a focus upon instruction and curriculum, ensured
consistency in curriculum and instruction, monitored curriculum and instruction, and were
heavily irvolved in, as Hord (1991) reported, "the technical core operations of their 12
districts” (p. 6).

Culture Building, Beliefs in Instruction and Superintendent Actions.
In the Hallinger et al. (1985) study, superintendents were engaged in culture building and
spent a considerable amount of time and effort in building relationships between the district
office personnel and school based adminiitrators. They were also involved in developing
and implementing administrative developrnent programs which focused upon curriculum
and instruction. Peterson et al. (1987) fcund superintendents believed that curriculum and
instruction were not idiosyncratic and that they could benefit from instructional programs
and teaching methods designed to improve student learning.

Beliefs in Collaboration and Superintendent Actions. Coleman and
LaRocque (1988) examined the work of superintendents in high performing districts in
important factor in creating a positive district climate and technical and cultural elements
contributed to this leadership. In the high performing districts, superintendents used
numerous committees for consultative purposes, reached teachers through principals, and
encouraged principals to react to ideas. Principals were consulted in setting goals for the
school district, in examining and assessing programs and instructional methods, and in
seen to have a presence in the community and the schools.

Beliefs in Control and Superintendent Actions. In the Pollack et al.
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through the selection, supervision, and evaluation processes. Superintendents played
significant roles in setting goals for change, in articulating district goals, in modeling for
change through monitoring and visibility in the system, in developing staff development
programs, and in providing on-site assistance for teachers and principals. More
significantly, superintendents in the improving districts had a positive effect on the culture
of the district by advocating the belief that student achievement could be increased.

Superintendent Leadership Actions. Hord (1991) used the literature to
provide a general focus for the instructional leadership tasks in which superintendents were
engaged. At issue for Hord (1991) was the degree of importance a sample of 32 Texas
superintendents placed on the tasks relative to their success in their positions. To determine
the answer 10 this question, Hord (1991) identified five instructional leadership
components from the literature: instructional planning; staffing for instruction; organizing
for instruction; human resource development; and evaluating instruction (pp. 11-12). A
series of tasks were also derived from the literature and were assigned to the specific
leadership components.

The tasks most frequently selected by between 60% and 100% of the
superintendents, and which are stated in order of importance, included:

1. Establishes prioritics among the district's instructional goals and objectives.

2. Supervises and continuously updates the district's goals and objectives to ensure
the curricular philosophy of the district is being met.

3. Promotes the development and nce of a sound educational philosophy.
instructional program.
established.

Thus, the superintendents perceived that the main components of leadership
consisted of instructional planning and the evaluation of instruction. As a consequence, the
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importance of those tasks should reflect a significant commitment of time, energy, and
influence in completing those tasks.

Leadership and Craft Knowledge. Roberts' (1991) study was based on the
assumption that superintendents possess significant craft knowledge which was passed on
in an oral tradition and which, as a result of this oral tradition, remained untapped by more
formal methodology. To make sense of the oral traditions of the craft knowledge, some 81
superintendents in California were asked to identify the ways (i.c., tasks, actions) in which
they describe their perceptions and beliefs while they act as instructional leaders in their
districts. Through a series of semi-structured discussions and an interpretive review of
themes which emerged from the transcribed proceedings of the discussions, the
superintendents outlined their instructional leadership tasks in relation to program quality,
recruitment and selection of principals, and assessment and accountability. After analyzing
the data, Roberts (1991) found that four themes permeated the responses.

1. Emphasis on Symbolic Leadership and Superintendent Actions. In this first
theme, the superintendents described the symbolic importance of their role in creating
values, priorities and beliefs across all of the topic areas. To facilitate this process, the

classrooms to create symbolic importance for the instructional process. They also believed
principals with articles and other materials on this topic. A third major focus of the

superintendents, in relation to values, beliefs, and goals, was reflected in the engagement
of principals who demonstrated vision and who shared the vision and beliefs articulased in

captured the importance superintendents place on focusing on successful student learning
and being able to articulase that importance in visionary, strategic, and long range ways
which served 10 empower and motivate others.




Superintendents believed they were responsible for taking the lead in setting
priorities and in providing an instructional focus for the school district and that these are to
be accomplished by creating and articulating a vision for the school district. Symbolic
importance is shown for the vision by meeting with principals to review site goals in
relation to the priorities and vision of the district, to ensure a focus on student learning, and
by making regular reports to the board on progress made in achicving strategic goals and
priorities. The strategic plan is used in developing the budget for the school system and for
ensuring the appropriate allocation of funds for targeted areas.

3. Empbhasis on the Development of Culture and Superintendent Actions. The third
theme identified the importance superintendents place upon the development of a
professional and collegial culture based on the concepts of shared leadership,
responsibility, and accountability. Within this context, the staff was expected to collaborase
in and take responsibility for developing performance standards, setting program goals,
developing action plans, monitoring performance, and assuming accountability for reaching
performance standards it had set.

4. Emphasis on Developing an Open Organization and Superintendent Actions.
The fourth theme stressed the importance of building and shaping an open, information-
based organization in which all staff could act responsibly and knowingly because they had
access to appropriate information, staff and community opinions, and data. Disclosure of

information, policy formulation and implementation, and the production of an annual report

were seen as essential activities in this regard.
Summary of Theme Two Literature

Both McLeod (1984) and Musella (1990) have added significantly to the underlying
motivations of superintendents in regard to the work they do. McLeod's (1984) work is
especially germane to the higher order motivations which cause superintendents to act as “a
mover and a shaker or as a functionary or a technocrat” (p. 181). In addition, these authors
have pointed out the significant dilemmas of superintendents because "their cherished
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personal ideals for exceptional performance pursuant to quality education frequenty collide
with a reality that forces painful compromise” (McLeod, 1984, p. 178). Changes in the
political, social, economic, and philosophical arenas have prompted superintendents to
change many of their behaviors, especially in regard to the leadership role being subsumed
in favor of an increased political or functionary role.

In spite of the necessity to adopt an increasingly political role, superintendents, at
least in the United States, are expected to perform leadership behaviour, especially in
regard to a symbolic role in the creation of values, priorities, and beliefs in the areas of
program quality, recruitment and selection of school principals, and in assessment and
accountability. Hord (1991) found superintendents placed great importance upon
developing priorities among the district's instructional goals and objectives, supervising
and updating the district goals and objectives to ensure the curricular philosophy of the
district is being achieved, promoting the development and acceptance of a sound
educational philosophy, providing for an evaluation system which accurately monitors the
instructional program, and in ensuring goals and objectives are established consistent with
the needs of the local community. The vision of improved instruction was seen by Hord
(1991) as the basis of the importance placed on each of the previous categories.

Roberts (1991) provided a thematic analysis of the rationales superintendents used
10 describe their perceptions and beliefs while they acted as instructional leaders in their
school districts. Superintendents described the symbolic importance of their role in
creating values, priorities, and beliefs in a number of priority areas. Superintendents also
in visionary, strasegic, and long range ways which served 10 empower and motivase others.
Third, superintendents piaced importance upon the development of a pﬂedﬁnl and
collegial culture characterized by shared leadership, responsibility, and accoun '
Fhuny.mpuinmummeddnimmeuthﬂﬂn;ﬁdm“m
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information-based organization where all staff could act reasonably, responsibly, and
knowingly because they had access to timely and appropriate information.

The work of Coleman and LaRocque (1988) also pointed out the importance of the
leadership of the superintendent in high performing school districts in British Columbia,
especially in the creation of a positive district climate characterized by collaboration and
consultation.

Genge's (1991) study of expert superintendents in Alberta produced findings both
consistent and inconsistent with the results of the previous studies. Consistencies were
noted in the high priority expert superintendents placed on planning, communicating
placed on issues relating to the school system, followed by those relating to instruction and
personnel. Public satisfaction, student achievement, and school evaluation ratings were
used to determine effectiveness of the school system. In relation to superintendent
effectiveness, experts stated that formal board evaluations and informal feedback from the
public, trustees, principals, teachers, and other district office personnel were most
important to them.

Surprisingly, the expert superintendents did not sce remoteness, lack of contact
with the schools, or weak personal links as constraints upon their behaviour. However,
they did confirm there were political, financial, time, and bureaucratic constraints which
affected their behaviour. Thes: constraints were not seen 10 be as important 10 the experts
as they were to the participants in the McLeod (1984) and Musella (1991) studies. Further,

onsultative beliefs as

credibility, principles, devotion, respect for others, and colla
significant factors which contribute to superintendent effectiveness. Last, the expert

superintendents did not allude to conflicts or dilemmas that they were facing, especially in
' ngly politicized nature of education to which both Musella (1991)
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and McLeod (19%4) referred. The place of values in the resolution of such dilemmas is the
focus of this study.

Theme Three: Ethical and Moral Dimensions of Decision-making and
Conflict Resolution in the Work of the Superintendent

The disciplines of applied philosophy and moral psychology provide significant
insight to the dilemmas encountered in examining conduct and values and fundamental
conceptions of human relationships, especially as they relate to leadership behaviour, the
use of power, and the potential manipulation of people. In addition, the disciplines can be
applied to the work of the superintendent and the fundamental motivations which govemn
this work.

Ethical Principles and Values

In applied philosophy, attention is focused upon the ethical dimensions of
behaviour where individuals use moral reasons, moral considerations, and a theory of
value to guide not only the selection of means to achieve a given end, but also to guide the
selection of the desired or proposed ends. The study of ethics is not only concerned with
what constitutes good and right conduct; the study of ethics is also concerned with the
provision of reasons for thinking that something or some process or some end or some
means is good (Moore, 1903, pp. 1-21). Since actions usually involve and affect others,
the concept of good and right behaviour has been tempered with what Kant (&r. 1959)
described as a moral imperative, the concept of "ought”, wherein conduct is commanded
not by the material of the action ot its intended result, but by the form and the principle
tion of means and ends, but rather by some fundamental principle (i.c., ethical or

Thus, ethical theories explain how things "ought to be” and reasoning associated
with those ethical theories is termed “justification * (Robinson & Moulton, 1985, p. 7).

Ethical theories are likely 10 provide different justifications for similar and different
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in determining what is right and what is wrong. More imporuntly, ethical theories assist

people in assessing their own theories which form the basis of decisions and judgments.
Robinson and Moulton (19885, pp. 7-8) have provided a set of general ethical

principles which they suggest can be used to determine not only the morality of actions, but

also to form the bases of major ethical theories. The principles are: (a) The Principle of

and (d) The Principle of Treating Others as Ends in Themselves, Not Merely as Means. An
explanation for each principle is appropriate, especially in light of the relationship of each
principle to morality and ethical theories.

The Principle of Fairness. Those people who are equal in aspects relevant 1o
a particular situation should receive equal treatment. In light of this principle. crucial
equal treatment, to determine what rights are involved, to determine how justice is to be
realized, and to determine what people deserve. Thus, the Principle of Fairness requires
the extensive consideration of situational imperatives and the judging of what is fair in light

of these situational contingencies. Treating all people the same in different situations is not

impartiality or judging a case on its individual merits.

The Principle of Maximizing Benefits. This principle is characterized by
weighing the costs and benefits of an action and deciding who should be considered and
what is to count as a benefit (i.c., creating happiness, realizing higher goals, survival). In
addition, the individual must determine who gets how much of the benefits.

Robinson and Moulton (19835) indicated the Principle of Maximizing Benefits can
conflict with the Principle of Faimess, especially in those situations where benefits may be
by treating a person or & group unfairly. In other words, some may be denied

benefits 30 others may receive more. No suggestion was given for the resolution of this
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The Principle of Universalization. Universalization is related to the moral
do it as well. Consequently, all others in a similar situation should be able to do it. Thus,
the benefits afforded to one should be afforded to all.

As in the Principle of Faimess, a notion of impartiality must apply so that the
decision-maker can determine the aspects of a situation which are relevant to make a
generalization. Also, the Principle of Universalization is "applied when an act is
generalized very broadly, considering the consequences if everyone (or at least many
people) in the relevant situation were to do the act” (Robinson & Moulton, 1985, p. 8). If
an act were to be gencralized to a person or a small group, consideration should be given to
what it would be like if someone did to us what is to be done to them.

The Principle of Treating Others as Ends in Themselves, Not Merely
as Means. This principle requires that others are treated with respect and dignity and a
recognition that others have plans and desires which require consideration. Moral
decisions must consider the interests of the others who are involved, not just oneself.
Thus, others are not to be exploited and both sides in a conflict situation deserve o be
heard. However, the principle, in and of itself, does not tell us what to do.

Summary of Four General Ethical Principles.

In summary, the four principles look at the consequences of an action (i.e.,
ents) 10 judge the morality of the action, and they
evaluate an action on its own merits (i.c., its intention to treat others as ends in themselves

or its faimess). They can converge on the same solution 10 an ethical problem or they can
conflict with one another and lead 10 different ethical decisions.

It is important to note that while ethical theories assist in the clarification of the
aspects of a moral dilemma, they do not tell what action 10 take in the resolution of the




than on conclusions, and on reasoning rather than on outcomes. The principles also
encourage individuals to promote fairness, equal opportunity, justice, and individual
freedom, avoid hurting others, set good examples, and not treat people as only means to
achieve one’s ends. In terms of moral values, the principles should help create a better
world in which people are fairer, more just, and more considerate of the needs, wants, and
aspirations of others.

For the superintendent of schools, who has significant influence over the structure
and daily workings of a school system, decisions which are made sometimes hurt

individuals or groups or put them at a disadvantage. Simultaneously, the decisions may be

staff, or to reallocate funds from a program arca may indeed cause some degree of pain.
However, not to make either of the decisions may be irresponsible or unfair to students,
faculty, or the school district. Thus, administrators, such as the superintendent, must often
face conflicts between what is advantageous and what is right for people, for their
organization, or for the community. The question remains: Are there times when the
goals of the institution clash with certain moral values? What is the relation between moral
values and educational values and goals? Are educational values independent of or in
conflict with ethical goals?

These questions will form the basis of an analysis of what the superintendent does
in relation to educational values and goals and how these tasks may very well be at odds
with the moral values and/or educational values which the superintendent possesses. The
analysis cannot be completed without examining how moral psychology can help to
identify some fundamental conceptions of human relationships at the centre of the
Ethical Dimensions of Relationships Between Superintendents and Others

Earlier in the literature review, Sergiovanni (1991) cited the reasons for a moral
imperative in educational administration. Essentially, these reasons clusiered around the
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notions of power, the use of power, and the unequal distribution of power. The inequity in
power distribution refers to the ability of educational administrators to direct specific
changes; to access, provide, and act upon information which few others have; and to use
the considerable discretion which administrators have as a result of the positions they
occupy. In relation to this matter of discretion, Rohr (1978) stated, “"because public
administrators have discretion (help to govern), they are properly accountable to the people,
yet they are not elected, so they have an ethical obligation to respond to the values of the
people in whose name they govern” (p. 4).

It should be evident there are considerable opportunities for conflict between the
administrator and others over the manner in which power is used since the use of power
can have a pronounced effect upon the relationships between the administrator and the other
players in the educational enterprise. All public administrators, including superintendents,
are, as Mainzer (1991) stated,

y told, for example: Be morally committed, but be a neutral professional;
challenge ill-used authority but be a co-operative organization member; work
e e e e i e e
caring in exercising authority. (p. 20) -

These dilemmas form the basis of the real-life world of the school superintendent
and all other public administrators. Deeply embedded in these ethical dilemmas is the
notion that the personal response of the administrator to the dilemma is critical since
organizational roles, climate, and structure always interact with the personal response 10
evaluate the rightness of the response?

Stewart (1989) suggessed three traditional measures have assisted administrators in
this judging process: (a) intuition; (b) preference; (c) emotivism. She advised that no one
measure is, nor are all the measures, sufficient to determine right action. Stewast (1991)
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formalize numerous rules of good practice for transmission to new employees” (p. 357).
She further criticized preference and emotivism together and stated "when reduced to
‘preference’, one relies for philosophical underpinning on an emotivist approach, which
holds that moral utterances cannot be true or false because they simply indicate feelings
aroused in a person and do not characteristically assert anything of anything” (p. 359). In
other words, describing an action as wrong docs not describe properties of that action;
rather, it is an expression of feelings or attitudes about that action in an attempt to arouse
similar feelings or attitudes in the person to whom the action is explained.

The relationships between the administrator and the other players are based upon
the ethical dimensions associated with each of the reasons identified by Sergiovanni (1991)

for a moral imperative rather than upon the reasons themselves. Conflict situations arising
from the ethical dimensions of the relationships will invariably occur for, as Lyons (1989)
stated, "it is through peoples’ relationships to others that moral and ethical concemns are
experienced and revealed--although individuals may be unaware of them” (p. 6). For
administrators, this means they must be aware of the ethical dimensions of their real-life
conflicts and have methods in place to deal with them. Stewart (1991) echoed this
view and stated, "what is common to all students of administrative ethics is the need 10
ground administrative action in moral concepts beyond personal preference: Administrators
need help in developing a sensitive moral compass that points them in the right direction”
(pp. 370-371). This "sensitive moral compass” 10 guide the administrator in relationships
and monality may very well be found in two orientations advocased by Lyons (1989): a
morality of justice as faimess; and a morality of care and interdependence.
The Morality of Justice

Kohlberg (1984) offered insight into the dominant model of moral psychology
construct in their lives center on issues of rights and faimess. In essence, these are




individuals involved stepping back from the situation and objectively using the principles of
justice to determine both fair procedures and a fair solution. However, people also have
“other moral concerns which go beyond faimess and rights and these concerns focus upon

whether or not others are taken care of, excluded, or hurt" (Lyons, 1989, p. 13). The

The Morality of Care

The deficiencies noted in the morality of justice stem from people wishing to
understand more fully the contexts of the individuals involved. Hence, they usually
imagine themselves in the situation so that the problem has more meanirg to them. Gilligan
(1982) indicated the field of moral psychology required the broadening of the concept of
morality to include an ethic of care. Thus, two moral perspectives have emerged: the
notion that morality is faimess and justice; and the notion that morality should also include
the ethic of care.
Application of the Two Perspectives

Lyons (1989) indicated the two moral perspectives incorporate a related set of
ideas, which include conceptions of relationships and patterns of thinking, especially as
these conceptions and patterns relate to the issues inherent in deciding what becomes a
moral problem, how to resolve a moral conflict, and how best to evaluate the resolution for
a moral problem. The "sensitive moral compass” to which Lyons (1989) referred requires
‘he administrator to have a disposition toward two moralities: the morality of care; and the
mutually exclusive. Rather, they should be viewed as essential considerations when
administrators or any individual in a position of power deals with others. At a minimum,
considered. An explanation of how the orientations apply in the resolution of a moral
problem is appropriate.




Determining What Becomes a Moral Problem. As Lyons (1989) pointed
out, the morality of care rests on an understanding that relationships entail responses to one
another in their terms and contexts and that they are seen to be based on interdependence or
negotiation. Moral problems thus deal with the relationships or the activities of care.
Conflicts in relationships are seen as issues when the ties between people are broken or
when relationships are maintained or restored. Moral dilemmas associated with the
activities of care centre on the nature of the caring response or the capacity of the response
to another within the particular situation being encountered. The dilemmas are typically
concerned with how to promote the well-being or the welfare of another, or how to relieve
the hurt, burden, or suffering of another, both in physical and psychological terms. The
caring response can also be directed at self; in other words, how can one care for oneself
when considerir.2 the care of others.

The morality of justice, on the other hand, rests on an understanding of
relationships based on notions of reciprocity or contractual obligation. Moral problems
arising in this category stem from conflicting claims in the relationships between people,

from the manner in which one decides conflicts, or from the justification for one's
decisions based on the premise that fairness is a goal in the relationships between people.
Moral dilemmas associated with conflicting claims stem from the conflict of obligation,
duty, or commitment in the differing relationships one has, including self and others, self

need to have some objective, impartial method of choice to ensure fairness in the decision.
Resolution of Moral Conflict. In the morality of care, resolutions to moral
conflict are sought to restore relationships or the connections between and among people.
Further, in carrying through with the activities of care, it is essential that good will comes
to others or that hurt and suffering will be stopped for others or oneself.
In the monality of justice, resolutions o moral conflict are sought considering
obligations, commitments, or in performing one’s duties. Resolutions are also sought in




holding to or in not violating one's standards or principles, especially the concept of
fairness.

Evaluation of the Resolution of Moral Conflict. In the morality of care,
the evaluation of moral choices is made by considering whether relationships were restored
or maintained and how things worked out or will work out. In relation to the latter, in
some instances the evaluation will have to be based upon the acknowledgment that there is
no way to fully evaluate the resolution. With respect to the former, the degree to which
relationships were restored or maintained can be determined by the degree of happiness
expressed by others, by people talking to each other, or by the degree to which everyone is
comfortable with the solution.

In the morality of justice, the evaluation of moral choice is made by considering
how the decision was thought about or justified. In addition, the degree to which values,
standards, or principles were maintained in the process is a crucial consideration. The
manner in which the decision was justified must take into account one's obligations, and
duties and one’s ability to live up to those deeply felt obligations, principles, and values.
Differing Emphases

In essence, the two concepts of morality differ in terms of the basis of the
relationships between people. To paraphrase Lyons (1989), in the morality of care,
relationships are seen to be a matter of interdependence and negotiation and are defined by
an underlying concem for particular situations and contexts and the well-being of those in
the relationship. The relationships are usually considered as long-term, even if they turm
out not to be so. Those involved in the relationship are flexible, tolerant of ambiguity, and
willing 10 reformulate or renegotiate the terms of agreement.

The morality of justice, on the other hand, views relationships as a mateer of
contract or reciprocity and these relationships are defined in terms of duty, obligation,

equality, faimess, and hierarchy in interactions. The relations




people. Ultimately, the quid pro quo existing between the parties can fail if the terms of the
contract are not met.

Lyons (1989) argued that operationalizing the two concepts of morality can have a
profound effect upon the leadership of administrators who are charged not only with being
fair, but also with being caring. Especially in the context of interdependent relationships,
Lyons (1989) stated "different expectations, skills, competencies and conceptions of power
are required of managers and, importantly, of their employees as well” (p. 19). The
morality of caring (i.c., interdependence) views the leader as being interdependent and the

Before examining the aspects of leadership in each of these concepis of morality, it is
necessary to examine the general relationship of leadership to conflict resolution within the
two moralities.
Leadership, Ethical Dilemmas, and Conflict

Mary Parker Follett (1927) examined the nature of leadership and its relation 1o
conflict in the work place. In her view, conflict could be solved in three ways: by
domination; by compromise; or by creative integration. Follett (1927) rejected both

tion and compromise as methods of conflict resolution. Domination by the use of

"power over" implied the imposition and adoption of a resolution due to fear of
consequences or the application of sanctions. Thus, solutions were achieved through
compliance. The use of compromise as a tool for conflict resolution was deemed equally
unacceptable since the term compromise implied giving up something that was valued for
the sake of achieving a settlement. Follett (1927) viewed creative insegration, a process
allowing both parties 1o the conflict to hold on 10 what was valued while they sought a
new, creative solution, as the right method to achieve agreement.

Follent (1927) advocated "a change in some of our fundamental conceptions of
human relationships” (p. 47) and with this alteration, traditional ideas of leadership and the
use of power and manipulation would also have to change. By adopting the process of
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creative integration as a tool for conflict resolution, leaders were not to act as a persuader of
others or to acquire the consent of the governed. Rather, the leader was to energize a
group, encourage initiative, and draw from each individual the maximum the person had to
contribute. Leaders were to acknowledge that they themselves would be influenced by, as
well as influencing, others. In relation to power, Follett (1927) stated “[it] is beginning to
be thought of by some as the combined efforts of a group. We get power through effective
relations” (p. 48).

Lyons (1989) pointed out that Follett's work has been "widely acclaimed, then
neglected, and yet from time to time rediscovered” (p. 3) but that at present, the writings
have once again resurfaced, especially in examining issues about the relationships between
people in conflict and the associated issues of leadership in regard to ethical dilemmas and
concepts of morality. The "logics” inherent in the different conceptions of relationships
shape approaches to leadership and the consequent actions that leaders take. More
importantly, these conceptions affect the leader’s construction of problems associated with
relationships and the recommendations made to alleviate or resolve the conflicts. Moral and

values and associated issues determine the thinking, decision-making and actions of the

Lyons (1989) has provided an example to show that the ethic of faimess can have
va-y different meanings to different leaders and can, as a consequence, significantly affect
relationships with others. In one instance, equity or faimess can be reflected in the
collaborative development of a plan that reflects fairness in the distribution of a budget.
Faimess could reflect, for example, a distribution ratio between programs to which
everyone would agree. The process may involve convincing various people 10 participase
in the development of a budget plan but simultaneously reminding others that the final




less on the notion of fairness and more upon the notion of winning or losing control.

On the other hand, fairness could be achieved through the collaborative involvement
of others in the budget process and by having the participants determine how the budget is
to be spent fairly. Rather than focusing upon the notion of win-lose, the concept of
collaboration becomes paramount and the participants are encouraged to work with central
office personnel to do long-term planning as well as to complete tasks at hand.

While the contrasts between the two approaches may not be overly striking, they
suggest different elements of priority which the leaders place upon relationships. In the
first approach, the leadership personnel strive 0 keep the hierarchy in place and continue t0
emphasize the ascendancy of the hierarchy in decision-making and subsequent actions.
Decision-making would, in all probability, be unilateral. Notwithstanding the importance
attached to the hierarchy and the retention of responsibility for decision-making, the
behaviour of the leader is mediated by an ethic of faimess wherein the leader’s interactions
with group members follow principles and procedures to ensure equitable decisions. In
addition, the leader’s actions will be governed as though an implied contract is in place--a
contract which requires certain actions based on the notion of reciprocity.

The issue is also one of equity in the second approach, but the issue is tempered by
a greater notion of collaboration wherein the leader makes decisions about working with
others, the degree to which others wish to work with the leader, the long term
consequences to relationships from the process used to deal with an issue, and the degree
to which others have their hopes, and values considered in the decision-making process.
The focus is upon the interconnections between all people in the organization and the long
term effects of a decision on all of the members. Relationships are seen as interdependent
and the underlying value is for the well-being of all. The notion of equity will be based
upon what can be worked out together and equity may very well reflect an unequal
distribution of resources based upon the collective will of the group. As Lyons (1989)
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pointed out, "the issues of interdependence and what is called here an ethic of 'response’ or
‘care’ are paramount: that is, not to jeopardize the relationship with the group, to see them
in their own needs as well as those [of the leader and the organization]” (pp. 11-12).

The nature of the morality of care is clearly seen in Piaget's (1932) advice that
"apart from our relations to other people, there can be no moral necessity” (p. 22). Thus,
morality rests in the connections between people even though people may have difficulty in
articulating this belief or in perceiving that situations may be those of an ethical nature.

The relational model, which underpins both of the previous models of morality,
does not reflect a disavowal of cither autocratic or democratic leadership, but as Follett
(1932) stated, "something that is neither, something that is better than either, based neither
on equality nor on arbitrary authority” (p. 231). In light of what Follett (1932) termed
functional unity, each person within an organization could have an appropriate role to play
in leadership and this role could change depending upon the situation. Disagreements,
when they arose, could be solved by the application of the concept of creative integration
which reflected neither domination nor compromise.

Leadership in the Morality of Justice and the Morality of Care

Within the morality of justice, Lyons (1989) viewed leaders as autonomous but
simultaneously concerned with the ethic of faimess. In this context, the leaders would
precisely define the terms of the contract existing between them, the organization, and
others who were both intra- and extra-organizational. Leaders were 10 act fairly, argue
persuasively, and predict with a great deal of accuracy.

Within the morality of care, Lyons (1989) viewed leaders as highly interdependent,
fluid, and ready 10 adjust. They were to act on particular circumstances, take the long serm
view, take time, listen sympathetically but critically, and create new options by integrating
concemns into new solutions. The ethic of fairness reflected the unique context and
situations in which people found themselves and the decisions made by the leader reflected
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this concept of equity.

Implicit in both of the moralities and their associated leadership skills and
competencies is the ability of the leader to define what the ethical issue really is. If an ethic
can be considered as a general law or rule which provides a guide for action, specific
conduct is required to fulfill the value(s) associated with that ethic. Hence, to adequately
deal with ethical dilemmas and problems, the leader must be able to "tease” out the values
and unarticulated principles which may be in conflict in particular situations.

To illustrate further, the role of an administrator is bounded by obligations, both
formally and informally stated. The objective aspects of the role are reflected in well
defined role statements. They are considered to be external obligations and provide
structure and continuity to the position occupied. The subjective aspects of roles consist of
a subsystem of values which are built around the process of responding to the objective
living out objective responsibilities in ways compatible with our inner inclinations. For
administrators, the value subsystem engenders consistent patterns of behaviour which
facilitate the development of trust in others.

A role also carries with it a considerable amount of discretion bounded by ethical
standards and a degree of sensitivity to others. To make decisions, using both the formal
or objective component and the subjective component, the administrator needs to determine
not only the individual and personal values and principles governing the action, but also 1
determine the values and principles of the organization and the people with whom the
administrator comes in contact. This process implies a "functional rationality” or, as Lyons
(1989) termed it, a "logic” (p. 25) of relationships to foster an understanding of actions in
roles piayed by an administrator or leader are relative 1o time and place since the



situations in which relationships are found and be able to be flexible, and unconstrained by
the limitations of time and vision.

The adoption of Lyons’ (1989) "logic" of relationships implicitly requires a belief
that reasoning leads to ethical action and further, that unethical action may very well signal
inadequate reasoning. As Williams (1985) stated, in relation to the limits of non-religious
ethics, "it might turn out that we are committed to an ethical life because we are rational
agents” (p. 29). Although it would be wrong to believe that knowing what is right would
always lead to ethical action, a rational and logical view of relationships based upon moral
principles would allow administrators to make moral decisions in particular situations by
the application of those principles and by the assessment of the competing claims of others.

An illustration of how “functional rationality” or “logic" in relationships combines
with subjective role considerations can be obtained from an analysis of the collaborative
mode of decision-making which characterizes the interdependent notion of the morality of
care. An administrator who adopts or ascribes to this type of leadership model accepts the
formal or logical role expectation of collaboration. Other subjective notions such as the
values or principles of shared control, time, fluidity, and the need for re-negotiating terms
are imbedded in the formal role expectation. Should the latter value issues not be
adequately considered, the participants in collaborative decision-making may view the
process as little more than one of manipulation.

" The concept that "moral necessity” is inherent in relationships between people
should cause administrators to be very aware of the ethical dimensions of their leadership.
skills, values, and ies. This is made clear when consideration is given 10 the
notion that decision-making within the morality of care reflects, as Lyons (1989) stased,
y of problem-solving . . . (where] all participants share in the relevant




knowledge or data bases, engage in hypothesis generating and testing, as well as in
decision-making” (p. 28).
Values and Morality

Hodgkinson (1983), Leithwood and Steinbach (1991), and Immegart (1988) have
pointed out the need for an examination of values in relation to the work that administrators
do. Lyons (1989), Stewart (1991), and Follett (1929) have indicated the need for a
sensitive moral compass to guide administrators as they choose actions, make decisions,
and, through a reflective process, evaluate both.

Hodgkinson's (1983) Values Paradigm is based on the assumption that
administrators operate primarily from a Level Il perspective wherein value concemns are of a

consequential or a consensual nature. Implicit in this statement is the view that few

and moral dimensions when they make decisions. The work of Lyons (1989), Stewart
(1991) and Follett (1929) points to the necessity of moving beyond a modal level of
morality as justice or faimess and viewing the administrative enterprise as one which is
interdependent, based on relationships with others, and takes into consideration the effect
of actions on those interdependent relationships. While Hodgkinson's (1983) Values
Paradigm is necessary to begin thinking abut the relationship of values to administrative
actions, it is deficient in one major respect: It does not deal with the power administrators
have over others and the consequent ability to direct, through various means, the actions
If we accept Hodgkinson's' (1983) view that administrators operate from the Level
11 perspective because of pragmatic and utilitarian reasons, ostensibly to affect the greasest
number of people with the greatest good, then on what basis do administrators assess their



Clearly, to defend such a statement is difficult, since the attacks on intuition and
emotion, by other writers in the field of values and ethics, indicate these are very deficient
in providing the basis for reflective behaviour. Arguably, intuition and emotivism are
necessary components of decision-making and assessment of actions since craft knowledge
provides a basis for the formation of intuition, but they cannot be viewed as necessarily
sufficient components.

Leithwood ana Steinbach (1991), on the other hand, have provided a classification
of values potentially useful to administrators and extends beyond Hodgkinson's (1983)
paradigm in a number of critical areas. First, Leithwood's and Steinbach's (1991) model
places greater emphasis on the relationship of the administrator to others within the
organization and recognizes that the morality of justice is one necessary component of
administrative values. Unfortunately, this strength is also one of the weaknesses of the
model since it does not recognize the morality of caring. A second strength of Leithwood's

political values to human and moral values. While Hodgkinson (1983) would attribuse
these values to pragmatism anZ utilitarianism, they are more indicadve of principles deemed
to be desirable in solving problems and making decisions.

Finally, Leithwood's and Steinbach's (1991) model recognizes a base and very
fundamental value administrators possess: Survival. It is certainly desirable and expected
are viewed in terms of their continued employment as an administrator. Indeed, it is
possible to view the protection of self in a positive manner since proscriptions on one's
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The Ethical and Value Dilemmas of Superintendents

Superintendents are now cast into the position whereby a distinction between facts

'true’ or 'false’ in accordance with logical or empirical analysis”, values “can never be true
or false, only good or bad, right or wrong" (p. 7). Superintendents must recognize that
values are chosen and imposed, and where they must choose between competing values,
“they face and make moral choices” (Housego, 1991, p. 7). The literature dealing with the
work of the superintendent has shown that superintendents, particularly in the Canadian
scene, must make value judgments in the areas of organizational improvement, educational
progress, instructional improvement, quality teaching and instruction, efficient
management, effective policy-making, clear decision-making, good politicking, and the
relation of education to the welfare of society, community, and ihe individual. That the
superintendents have been forced to adopt an increasing political role, both to survive and

philosophical, and historical conditions of the fabric of Canadian society.
While superintendents have been forced to adopt an increasingly political role, they
have also indicated they still ascribe to a number of higher order motivations which place
priorities on the education of children and on the well-being of subordinates,
trustworthiness, commitment, professionalism, the development of a common purpose in
ﬁn school system, and on retaining control of the organization (Musella, 1991; McLeod,
1984). These higher order motivations could be cast in the category of leadership, and are

enumerated earlier in this review. Notwithstanding the higher order motivations held by
the superintendents, the Canadian polity, as described by Bibby (1990), continues to
degrade the higher order motivations and actions in favor of those which can be
characterized, in a base sense, as excessively political.



The plurality of values, which characterizes our society today, makes it extremely

difficult to establish legitimacy for any administrative action. As a result, there is

differing values. Further, the establishment of a unified value structure which can serve as
the foundation for any complex social order is highly unlikely. Obviously, the very nature
of our society and the multiplicity of values held by groups, communities, organizations,
and individuals virtually guarantees conflict over the ends and means of action. Housego
(1991) suggested that "if [groups, communities, organizations, and individuals) are to
survive and flourish, social control is a requirement so that social progress is possible”

(p. 14).

Thus, in the absence of a cohesive, commonly held value system, the
superintendent of schools, as a leader, must be prepared to articulate a value system which
can serve as a guide to the school system and must be prepared to involve others in sharing
those same values. In relation to Housego's (1991) advice regarding social control, the
superintendent must be prepared to take a stand on defining organizational values and
ensuring these values are upheld. It is in light of the necessity to take a stand that the
superintendent encounters a major ethical and moral dilemma: To what extent do those in
power enforce their will and values on others by coercion versus acquiring the consent of
the governed to pursue specific actions in light of values which have been articulased and
deemed to be desirable? Second, as Housego (1991) asked, to what exeent do the
but not at the expense of individual and group initiative which are necessary for social
progress” (p. 15)? Third, which concept of morality, the morality of interdependence
Universalization, Maximizing Benefits, Treating Others as Ends Unto Themselves)
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Housego (1991) pointed out that other dilemmas are imbedded in those which were
previously identified. In the first instance, favoring the interdependent model of morality in
which consent of the governed binds the membership to the leadership, it is necessary to
ask "in any school system or individual school, how likely are the governed to give their
consent on all matters at all times" (p. 16)? In the second instunce, Housego (1991) noted
"in school settings, typically the leader is in his/her position because he/she represents or
embodies some external purpose and is in place specifically to ensure which values are to
be served” (p. 16). Being aware of Selznick's (1957) admonition that "the institutional

leader is to promote and protect institutional values” (p. 198), superintendents must accept

also accept the specific responsibilities implicit in those values. These include, as Selznici
(1957) stated, "the definition of group goals, creating an organization capable of fulfilling
its mission, and upholding the distinctive aims and values of the organization” (p. 198).

which commit others to specific courses of action, must be the right decisions based upon
the right values of the educational enterprise. The question remains: Which values are the
right values of the educational enterprise? Secondly, in which crucial areas are these values
The Values of the Educational Enterprise

Housego (1991) advised that the predominant values which have given shape to the
education system in Canada for the past 75 years are those of liberty and equality (p. 18).
Liberty was defined as freedom of choice and equality defined as equality of opportunity.
(i.c., getting a high quality product) have made significant inroads into educational thougi.

With regard to the values of liberty and equality, Housego (1991) noted significant
questions are being asked at a provincial level about the "proper balance between choice
(liberty) and constraint (equality) [italics in the original]” (p. 18).




Freedom of choice, typically championed by those on the political right as the main
value for the governance of education, can be likened to the free market metaphor. On the
other hand, the value of constraint or equality of opportunity, typically championed by
those of the political left, can be likened to the bureaucratic metaphor. Weaknesses are
found in both and Bredo (1987) made this abundantly clear:

A market approach, for instance, focuses attention on individual interests while

ignoring collective interests. It looks at how individuals Jursu: their private
interests and assumes that this private pursuit will also advance the public interest.

(p. 74)
In relation to the bureaucratic metaphor, Bredo (1987) stated,
WHIK leaving individusl Iarests s g bACKgroune. It 1ol the best i for
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Of the two conflicting views, it would appear that neither has served society very well. In
the former approach, concepts of equality, social justice, and the common good are
subsumed in favor of the values of liberty, choice, excellence, and efficiency. Utilitarian
and self-interested individualism take precedence over distributive ends and the values
associated with personal rights, public good, and the sense of community.
desirability of individual interests. Indeed, the relationship of the individual to the
community is subsumed in favor of the collective good. Political rationality is not tempered
Bredo (1987) suggested that the value of community is 10 be preferred 1 either of
action and public planning and constraint. As Bredo (1987) stated,
S ey S ey P
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Thus, the value of communitarianism should become the primary value in the educational
polity and should recognize both equality (i.e., control and constraint) and liberty (ie.,
Unfortunately, Housego (1991) advised that

in schools and school systems as well as in the larger society of Canada, the

commitment of those who are in positions to make authoritative decisions have

recently valued freedom of choice to the point that the brother values of elitism and
competition are destroying what I believe is the essential value of  fraternity

(community) unflymg the sister values of cooperation, compassion, and

compromise [itzlics in the original]. (p. 20)

Educational administrators, particularly superintendents, should, therefore, strive to
both promote and protect the fraternal, communitarian values. Community and collective
values are absolutely necessary if the values of individual and group freedom are to be
achieved. Housego (1991) and Bibby (1990) strongly emphasized that if the school setting
does not provide the fraternal values and communitarian values to children, there is little
chance that they will be exposed to them anywhere else since neither the institution of the
family nor of the church is strong enough or pervasive enough to inculcate such values on a
broad basis in society. Housego (1991) further advised that "if the values which
emphasize individualism and freedom of choice predominate in the extreme, then the need
to assert severe authoritarian control will eventually emerge” (p. 21).

The communitarian ideal reflects a balance between altruism and egoism, between
social control and individual freedom. Housego (1991) suggested the key to this balance is
"a moral code made up of a public and a private component [italics in the original]” (p. 22).
The public component is characterized by a duty and an obligation 10 one's neighbor and
performance of public duty. The private component is characterized by the pursuit of
mvﬂmﬂeneemembemgﬂabwmmhe Both of these components are

sysmnmkeepaidcr
We are further reminded that the greatest single threat 10 the establishme
itarian value is "the predominance of egoistic individualism refusing % recognise
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the importance of social and moral responsibilities” (Housego, 1991, p. 22). Bertrand
Russell (1948), writing shortly after the cataclysm of the Second World War, made an even
more cloquent statement in regard to civic and personal morality: "Without civic morality

communities perish; without personal morality their survival has no value. Therefore, civic

administrators, particularly superintendents, must be prepared to accept the challenge of
articulating and inculcating the communitarian values in their school systems. The morality
of care, which saw the leader as bein,g interdependent with all others in the organization,

superintendent has the means to deal effectively with the conflicts which will occur in the

school system in the policy, service, and administrative/management domains where values
are made manifest.

A Summary of the Literature: The Manifestation of Values in Various
Domains

The literature review has shown superintendents are becoming increasingly
political, not only to get the job done, but also to survive. As a consequence of the
increased politicization of education, superintendents have adopted more and more of an
administrative/managerial role and less and less of a leadership role. This is evidenced by
the degree to which the public, teachers, trustees, provincial governments, and school
mmpﬂsexpectﬂg:upemt:rﬂmtmhumﬂm:nmmmgnmafm
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greater “fit" between the superintendent and the changing expectations of all of the
stakeholders in the educational enterprise.

Superintendents must subscribe to and act in accordance with the notions of
y expected 0 remain in "control” of
ion by articulating s vision for the organization which focuses on the




instruction of students, by meeting the needs of the community, implementing mandated
curricula and programs, ensuring accountability through evaluation and monitoring, doing

more with fewer resources, and developing policies which reflect efficiency, excellence,

right to administer the organization. More importantly, all of the tasks are to be subject to
the moralities of caring and justice.

In attempting to articulate and inculcate both individual and organizational values,
the superintendent is likely to encounter significant value conflicts, the resolution of which

must be achieved not through demagoguery, nor through compromise, but through the

win, or lose-lose in the high stakes game of values,

Given the state of Canadian values which emphasize freedom (i.e., freedom of
choice), individualism, pluralism, and relativism, little room exists for the superintendent to
establish "values legitimacy"” for any administrative action. The conflict between ends and
means is virtually guaranteed with the potential outcome being a reliance on social control
to facilitate social progress in education (i.c., mandated behaviour through rules defined in
policy). However, the absence of truths in the Canadian polity, which would otherwise
serve to coalesce and unite the public, at least in terms of educational values, does not and

what is good and right at the same time that administration is concerned with efficiency and
and research and, as Sergiovanni (1991) stated, "goodness is not something one discovers
but something one decides” (p. 16). The basis of this decisi

on process is the value base
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In this context, administration must be viewed as "philosophy-in-action"”
(Hodgkinson, 1983, p. 2) and this is clearly reflected in the concept of the moral imperative

in administration.
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Chapter Three
Research Methodology
General Considerations

Immegart (1988), in a particularly insightful review of the studies dealing with
educational leadership, noted "one of the most curious things about leadership research is
the . . . mentioned reliance of researchers on reputational and questionnaire approaches,
even in attempts to study leader behaviour” (p. 270). As a consequence, the data obtained
are "not defensible in studying leader behaviour, particularly in the sense of trying to
ascertain what leaders actually do" (Immegart, 1988, p. 270). This point is supported by
Leithwood and Steinbach (1991). Hence, the need, as Immegart (1988) noted, is to
investigate and collect data about "actual leadership situations [and] to systematically
accumulate a large number of incidents portraying actual examples of leader behaviour and
leadership situations” (p. 270). Two questions arise in regard to Immegart’s advice: (1)
what variables of leadership require examination; and (2) how this can best be
accomplished, particularly since the goal is to understand and bring to light aspects of
leader behaviour?

The literature review dealt extensively with the recognition of the importance of the
value base of superintendents in determining not only what has 10 be done, but also how
things can best be done in light of “good and right" behaviour. Immegart's (1988)
comprehensive review of studies of leadership in education has shown that some variable
of leadership behaviour have been examined extensively and others not at all:

Unfortunasely, some variables have been pursued endlessly (e.g., initiating
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goals of the leader). (p. 271)

Thus, the "doing” of administration and the "why" of "doing” become much more
important in the context of research than is the determination of the “what” that leaders are
presumed to possess. A form of naturalistic inquiry wherein the educational administrator




is asked to outline what has been done and to explain why something was done seems
highly appropriate. Immegart (1991) noted,
naturalistic approaches warrant attention in this regard . . . . If leadership is
invoked or if leading is attempted in order to get m;hmg done, then the leader’s
goals or what the leader wants to get done, his or her values and motivation as well

as what is done by the leader . . . all seem to be important for inclusion in the
conceptualization of the phenamennn (p. 273)

This study explored the nature of the values that superintendents possess and the
effect of those values on decision-making and problem-solving as they accomplish tasks

atical

and motivate others to accomplish tasks in the educational milicu. A hermene
approach was selected as the method of choice in this study. The application of this
research methodology to the study is developed in the following section.
Study Design
During the literature review, it was readily apparent values and their manif
in the work of administrators are phenomenological in nature and peculiar to the individual
and situations. Secondly, the review of the phenomenological literature lent credence o the
importance of gathering experiential material such that an understanding of, rather than
explaining and predicting about, values and their relationship to superintendent problem-
solving and decision-making could occur. Due to the number of areas in which values
could influence the work and leadership of the superintendent, the researcher sought to gain
insights into particular aspects of that work and the leadership associated with that work.
These particular aspects included decision-making and problem-solving in relation to
Research in the interpretive paradigm deals with traditional aspects
mmmm ﬁmnmﬁtﬁmw.ﬂ:ww
approach to studying any phenomenon. In this study, emphasis was placed on the
subjestive experiences of eight superintendents of schools regarding the values they hold

of phila
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and which, in turn, serve as the basis for decisions they make, problems they solve, and
the actions they take.

Epistemologically, the interpretive paradigm recognizes that the knower and the
known are inseparable. Consequently, interactions between the researcher and the study
participants was such that each influenced the other during the study. Understanding was
achieved through the relationship existing between the researcher and the study participants
during the data gathering and data analysis phases of the study.

Axiologically, the interpretive paradigm recognizes that inquiry is value-bound by
the inquirer, by the choice of the interpretive paradigm itself as the philosophical orientation
of the study, by the theory, and by the context of the study. In this study, the values of the

researcher were those which related to education, the experiences of the researcher in

system superintendent in particular. The selection of the primary research question for the
study reflected the researcher’s basic view that logic and rationality, while necessary for
effective decision-making and problem-solving for superintendents, were not necessarily
sufficient for those tasks. Consequently, the researcher sought to understand, rather than
predict, the values of practicing superintendents of schools.

Interview Development

In-depth interviews were chosen as the primary research strategy in the study. The
schedule of interview questions is found in Appendix A. These crucial areas were
elaborated upon through the discussion of critical incidents. Participants had the
opportunity to reflect upon their comments during the interview through questioning
techniques reminiscent of Van Manen's (1991) advice that experiences be explored 10 the
maximum. During those times, the participants provided an elaboration of their initial
responses and had the opportunity to ensure their initial comments were appropriate.

The work of McLeod (1984) and Musella (1991) indicased superintend




educational leadership. The work of Follett (1927, 1932) and Lyons (1991) demonstrated
a concept of moral leadership which stressed the importance of interdependence in
relationships and the need for different strategies to resolve conflict. Specific interview
questions (Appendix A) were developed to reflect the increasingly political nature of the
role of the superintendent and the methods used to solve value conflicts occurring within
the political context of their work. Participants were asked questions such as "how do you
seck agreement and support from the stakeholders in the school system, especially at the
political level (i.c., Board of Trustees)?" Participants were also asked to provide specific
examples in their responses so that a greater understanding of the issues could be achieved.

A single interview schedule was completed that could be :sed for all participants.
The schedule was flexible enough to allow for the exploration of issues and instances
arising during the interview. The final interview questions could be categorized into four
distinct, but highly interrelated areas: (1) values in decision-making and problem-solving;
(2) value conflicts and the resolution of those conflicts; (3) political influences which effect
superintendents and the methods used in developing interdependencies within the political
process; and (4) methods and criteria used by superintendents in evaluating the rightness of
actions taken with regard to specific situations and contexts. In developing these
overarching themes, it was felt the interview questions could be completed in one interview
which would last approximately two hours. The themes also provided a structure for
evaluating the "richness of description” in the interviews.
Pilot Study

A pilot study of the interview questions and method of data collection was
conducted with two doctoral students in educational administration. Both of these
their school jurisdictions during the 1991-92 school year. These pilot interviews provided
valuable insight to the researcher in a number of crucial areas including the length of time
the interviews would take, the a ness of the questions in probing incidents in
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which strong value issues were involved, and in developing preliminary themes which
would facilitate the data analysis. In addition, the researcher was provided with valuable
feedback on interviewing style and involvement while the interviews were being
conducted. A critique was shared with the dissertation advisor and changes were
subsequently made in the formal data gathering process to reflect the feedback obtained.
Participants in the Study

Ten practicing Alberta school system superintendents were invited to participate in
the study. Of the ten who were invited to participate, nine very promptly and readily
agreed to do so and of those, eight participants were ultimately involved in the study. The
months of September and October, 1992, were very busy ones for these superintendents
given that school opening had just occurred, trustee elections were to be held during late
October, and Alberta Education had initiated a number of meetings with superintendents
and Board Chairs to discuss the new "Fiscal Realities” facing the Alberta government in
general and the financing of education in particular. Despite these heavy work demands
and a general feeling of a lack of security because of the forthcoming election, the
participants made the researcher feel very welcome and gave willingly of their time. The
researcher traveled to the school district offices in a variety of locations around Alberta.
Participants in the study were all superintendents in school districts and divisions,
represented both Catholic separate and public jurisdictions, and had an average length of
experience as a superintendent of slightly less than eight years. In the interest of
confidentiality, only approximate sizes of jurisdictions were cited in the data analysis.

Initial contact with the participants was through a formal letter (Appendix B)
advising the individuals of the purpose of the study. A copy of the completed and signed
Ethics Review Document (Appendix C) and a Lenier of Intent to Participate (Appendix D)
were also included in the package sent to each participant. Self-addressed, stamped retumn
eavelopes were provided for the return of the Letter of Intent 10 Participate.



The interview schedule was developed according to the times the participants had

available, as they indicated in their Letters of Intent to Participate. In two cases, the

participants. Telephone contact with each participant occurred in the week prior to the
scheduled interview to ensure the proposed time was still convenient. Each expressed
interest in the study and agreed to provide the researcher with documents relating to
junisdictions.

Last, it is imperative to note each of the participants was personally known to the
researcher for a range of time from seven to 18 years. This personal relationship was
viewed as essential in this study since the topic of the study and the incidents requested in
thedat _ hering required a great deal of trust in the researcher by the participants.
Indeed, one of the criteria for the selection of the participants was the personal relationship
that the researcher had with potential candidates. All participants were informally asked if
the existing relationship between the researcher and the participant affected, in any negative
way, the acquisition of data. Without exception, the participants indicated the relationship

s which were illustrative of the area being discuss- * and in trusting that the

specifically requested comments made about the relationship between the researcher and
participant be tape-recorded in the event the relationship may seem to have biased the data.
None of the eight interviewees was hesitant in sharing individual beliefs, stories,
transcript of the interview 10 see if there were any further comments which could have been
made Juring the interview. The researcher did not receive any requests from the
participants 0 have comments struck from the transcribed record or ultimately from the




Data Collection

Data were collected through a series of in-depth interviews. As was previously
mentioned, the interviews addressed all twelve of the questions found on the interview
schedule. The interviews were structured to allow the researcher to acquire some basic
demographic data, which served two purposes: (1) to get the participants talking about
themselves and the environment in which they worked so that a comfort level could be
achieved in the interview process; and (2) to establish a base for defending the credibility of
the participants as they describe events, thoughts, feelings, emotions, and values related o

the experiences they have had while performing the duties of a superintendent of schools.

structured and unstructured. With regard to the former, a number of questions had been
developed to ask each participant and these formed the basis of each interview. With
regard to the latter, participants were encouraged to provide information from their own
perspective, in their own words, and related to the situations and contexts in which they
worked. Superintendents were asked to provide documents relating to the mission, plans,
and goals for their school jurisdictions and the interviewer had the opportunity to review
these immediately prior to the formal interview. By reviewing the documents, the
interviewer was able to speak more knowledgeably about specific plans and missions when
At the outset of the interview, participants were given the question sheet along with
an orientation 0 the purpose of the study and a model of leadership developed by Immegan
contextual varisbles in influencing leader actions, directions, and results obtained.
held.
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The interviewer read the introductory comments and participants were asked if they

All were asked if they would be willing to parucipate in a second interview if clarification
and exploration of issues were required and all readily agreed, subject to suitable
scheduling. Finally, the interviewer indicated that the transcripts of the interview and the
story developed from the interview would be sent to each participant for review. One
participant asked for a copy of the tape recorded interview as well so that transcript and tape
could be reviewed simultancously.

In the interview, all questions werc asked of each participant. The participants were
free to respond to the questions as they saw fit and were encouraged to provide examples to

the extent they deemed appropriate. In a number of instances, the inquirer offered personal
experiences to prompt further discussion on particular topics. Hermeneutic research
requires that the researcher be a formal part of the process in which "knowing" and
understanding are sought. Hence, the interviewer felt offering personal experiences and
insight was advantageous to the participant in clarifying points, developing examples, and
in critically assessing their actions in which values and/or value conflicts were involved.
Just as importantly, the interviewer was able, through this involvement, to keep the
participant oriented to the matter at hand.

Data Analysis

transcribed. In addition, the researcher used a mini-tape recorder to record observations
made while examining documents relating 10 operational and strasegic plans and the mission
statements for the various school jurisdictions in which the superintendents were
employed. Each of the interviews, including the pilot imerviews, was approximasely two




to two and one-half hours in duration and produced over 60 pages of transcribed material.
Material obtained while examining documents was not transcribed since the researcher felt
that oral-aural material was sufficient for the analysis and copies of the documents were
given to the researcher.

The first phase of the data analysis occurred immediately after the pilot interviews
and after each of the subsequent interviews. The researcher immediately replayed the taped
material, often on the return trip home, to identify themes which could be used to interpret
the conversations of the participants. A short synopsis of each interview was written as
soon as possible after the interview so the themes emerging during the playback of the
tapes could be directly related to the conversational material. Interpretive research depends,
10 a large extent, upon a thorough knowledge of the data obtained in the interviews. The
researcher was very conversant with the material as a result of the playback of the tapes and
the writing of the synopses of the interviews. In analysing the data the researcher used an
eclectic analytic process which used three techniques advocated by Van Manen (1990).

The first method, termed "wholistic or sententious” (Van Manen, 1990, pp. 92-93),
involved examining the text as a whole and asking "what sententious phrase may capture

(Van Manen, 1990, p. 93)7 The meaning was then expressed by formulating such a
phrase. In this approach, the fundamental or overall meanings of the text was heavily
based on the judgments of the researcher and the experiences the researcher had as a
superintendent of schools. This somewhat idiosyncratic analytic method required that a set
of stories, drawn from the "hard copy” transcripts, be drafted to facilitate exegetical
analysis.

A second approach, termed "selective or highlighting” (Van Manen, 1990, p. 93),
was also used in the data analysis. This approach was characierized by both reading and
listening to the text, by way of the tape recording, a number of times and asking "what




experience being described [italics in the original]” (Van Manen, 1990, p. 93)? Statements
in the transcribed text were underlined, or highlighted and finally isolated. Through a "key
word" search on cach transcript using a word processing program, the researcher was able
to isolate key words and then to seek out key phrases in which the key words were
embedded. Key words included: values; collaboration; conflict; politics; political;
personnel; policy development; policy implementation; policy; consensus; spiritual base;
morals; ethics; principles; evaluation; strategic planning; Board of Trustees. This step in
the data analysis greatly facilitated the delineation of themes or categories for the third step
in the data analysis process. Key words were used to identify clusters of sentences which
included those key words.

The third approach, termed "selective reading” (Van Manen, 1990, p. 93), involved
reading every single sentence or cluster of sentences and asking "what does this sentence or
sentence cluster reveal about the phenomena or experience being described [italics in the
original]" (Van Manen, 1990, p. 93)?

Through such an eclectic approach, studying the lived-experience descriptions
provided by the participants, themes were identified and appropriate phrases, representative
of the themes were developed.

Ultimately, these themes were gathered in what Van Manen (1990) termed
"phenomenologically sensitive paragraphs™ (pp. 95-96). Notes and paragraphs were
writien on the basis of the research activities and the reading of the textual descriptions.
This process, ternied “linguistic transformation” (Van Manen, 1990, p. 96) is the essence
of the hermeneutic philosophy. Themes identified in the first interpretation of the
transcripts became the objects of collaborative hermeneutic "conversations” between the
rescarcher and the participants when both the stories and the transcripts were returned 10 the
participants. In other words, the researcher and the interviewee interpreted the significance
of the preliminary themes in light of the original phenomenological question(s). This
process was essentially one of testing the appropriateness and significance of the themes
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themes pointed to the aspects or qualities which, as Van Manen (1990) stated, "make &
phenomenon what it is and without which the phenomenon could not be what it is [italics in
the original]” (p. 106).

Essential themes were identified by using what Van Manen (1990) termed "free
imaginative variation” (p. 107), a process wherein the researcher asked the questions "is
this phenomenon still the same if we imaginatively change or delete this theme from the
phenomenon? Does the phenomenon without this theme lose its fundamental meaning?”
(Van Manen, 1990, p. 107). These questions served to distinguish those themes which
were essential to the phenomenon from those themes which were considered to be
incidental to the phenomenon. As Van Manen (1990) noted,

the most difficult and controversial element of phenomenologi

[is] to differentiate between essential themes and themes that are more

incidentally related to the phenomenon under study. (p. 106)

After the initial thematic analysis had been completed, the researcher began to
complete the narrative stories of each of the eight superintendents (one story is found in
Appendix E). The stories not only reported the results of the study, but they also were
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stories were illustrative of the themes which emerged in the initial stages of the data
analysis.

Transcripts, complese with the stories developed from ipts, were returned
t0 all participants from carly February through April, 1993 and participants were asked 10
review the transcripts for accuracy, omissions, and clarity of the interpretations found
within the stories. A copy of the letter sent 10 each participant containing the instructions
for reviewing the documents is included in Appendix F. Participants were asked 10
telephone or fax the researcher about corrections which needed 10 be made and 10 provide




the researcher with a copy of any necessary changes. As data analysis progressed, the
researcher telephoned some participants to seek clarification of comments to ensure the
interpretations were consistent with those of the participants from their own perspectives.

For the purpose of clarification, it should be noted the stories, as originally drafted
and as retumed to the participants, contained a significant amount of interpretation of the
interviewees' comments. These interpretations were later removed from the stories in this
dissertation and were used in reporting the data analysis.

Trustworthiness of the Study

The essence of phenomenological interpretive research is to derive meanings from
the lived experience of others in relation to some specific phenomenon or concept. Given
the interpretive nature of the study, considerable attention was paid to the concerns offered
by Bredo and Feinberg (1982) with regard to data obtained when using the interpretive or
hermeneutic paradigm: credibility; transferability; and dependability. Guba and Lincoin
(1982) and Lincoln and Guba (1985, 1986) also expressed concemns about the
trustworthiness and authenticity of data in such studies.

The main assumption of the interpretivist approach is that the text of the subject
makes sense and the researcher then attempts o find a coherent pattern which makes sense
must therefore ensure there is no misunderstanding of what literally has been done and that
the "facts” obtained from the participants represent accurately the conventions and

In a similar vein, Lincoln and Guba (1985) addressed the issue of credibility,
defined as ensuring the researcher has "represented those multiple constructions of reality
and Guba (1985) pruvided a number of sechniques researchers could use to ensure that the




data and the interpretations of that data are credible: prolonged engagement; persistent
observation and triangulation; peer debriefing; referential adequacy; and member checking.
27) to ensure credibility of data. This validating circle of inquiry reflects that "a good
phenomenological description is collected by lived experience and recollects lived
experience--is validated by lived experience and it validates lived experience” (p. 27).

Thus, the researcher used a number of techniques to ensure the credibility of data.
These included:

1. Transcripts and, in some cases, the audio tapes, were sent to each of the
participants in the study after each set of interviews. Member checking, or the process of
obtaining both formal and informal feedback from the participants themselves as the study
progressed, was extensively used. A formal check was conducted at the end of the data
collection when the participants responded to the total set of transcripts and interpretations.

something can, upon presentation of the "factual” material, state the material is actually and
accurately that which was told to the researcher.
2. Peer debriefing was used after the analysis of the transcripts to ensure critical
ions derived from the data by the researcher were valid and represented "real

world” conclusions which would be made by practicing superintendents. The researcher
provided stories to colleagues at Alberta Education and to fellow students, some of whom
had been and were practicing superintendents and deputy superintendents, 10 determine if
the material made sense to them and represented realities in which superintendents

3. Van Manen (1991) advised that hermeneutic interviews should proceed to the

emergent patierns can be further explored and the researcher is kept ariented 10 the issue at
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hand rather than exploring a series of non-related events or activities. Redundancy
provided a greater level of interpretation and a greater degree of confidence in the
interpretation since both the researcher and the participant could review the interpretations.

While a second set of interviews would have met Van Manen's (1991) criterion for
conversing until conversation ends, such a technique was not necessary for this study since
extensive description had been obtained in the initial set of interviews. Stories, drafted
from the transcripts and which represented the first interpretive analysis, were sent to each
participant to ensure accurate and appropriate interpretations. Thus, each participant had
the opportunity to check for accuracy, interpretation of events, and to offer additional
information should it be necessary to clarify or amplify description offered by the

A second concemn in conducting interpretive research is that of transferability
wherein the reader of the study decides whether the information presented is applicable 1o
the reader’s situation. Interpretivists attempt to understand the actions of others in the
every day sense of making others' reasons or motivations comprehensible or

dable. Thus, peoples’ actions are described in terms of individual reasons or

motives and in terms of conventions which underlie those reasons and motives.

extent the researcher feels confident sufficient examples are present to substantiate the
liserally determining what has been done? In this study, the researcher attempsed to provide
sufficient descriptive information in the writing of the stories of the eight participants to
help others in transferring judgments to their own situations and contexts. By using the
words and phrases of the individual participants, the researcher attempted 10 provide the
reader with necessary information 0 facilitate transferability so their own situation.

jon 10 facilitase the interpreta
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With regard to the third concem, that of confirmability, Guba and Lincoln (1982, p.
247) noted that confirmability referred to the objectivity of the data and not to that of the
researcher. The connection between confirmability and dependability is such that one
cannot occur without the other. Thus, the steps taken to ensure dependability also
safeguarded the confirmability of the data. Hence, the tape recordings of the interviews,
the transcriptions of the interviews, the reflections of the researcher after each interview,
the use of the transcripts themselves as the primary documents for analysis of the data, and
the return of the transcripts and the stories developed from the transcript to each participant
facilitated confirmability.

The researcher sought insights and understandings about the values which
superintendents use in problem-solving and decision-making by interpreting their
descriptions about incidents occurring in their work and about their motivations and goals
which underlie their work. An interpretive study, following the assumptions of

nenological, hermeneutical research provided the approach from which the study

design evolved.
The primary data gathering method for the study was an in-depth interview with a
number of participants. Interview questions were developed to acquire data from

ion, power and its application and
the consequences of its application, and aspects of decision-making and problem-solving
styles. Participants in the study, all of whom were personally known to the researcher,
were all practicing superintendents of scheols in the Province of Alberta. All willingly
agreed to participate in the study and all wers extremely frank in describing their personal
beliefs, conflict situations, and other aspects of their professional lives.
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used a variety of analytical methods described in the literature and was greatly assisted in
the analysis by the use of a computer program which facilitated a key word search in the

transcribed interviews. When the data analysis was completed, six essential themes had

building of agreements and reconciling political interests; 4) power, authority, relationships
with others, and decision-making; S) policy development and implementation; and 6)

management and leadership.
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Chapter Four

A Thematic Interpretation of the Values of Superintendents and Their
Influence on Problem-solving and Decision-making

Introduction

The initial data contained the stories of the eight superintendents who agreed o
participate in this study. These superintendents shared their values, principles, and beliefs
and how these affected the work they did on a short- and long-term basis. While each of

study: "What role do values play in the decision-making and problem-solving activities of
Alberta school superintendents?”

If we assume, as Greenfield (1986) pointed out, "values bespeak the human
condition” (p. 57), then it is safe to assume values, one of the fundamental bases 10 human
motives and behaviours, are decply embedded in the times and contexts in which the
human behaviour occurs. The interpretation of the data involved a search for meaning such
that a deeper understanding of the work experiences of these superintendents could be
achieved. If the function of values is, as Rokeach (1979) observed, to serve as "standards

which guide on-going activities” (p. 22), then the normative component of superintendent
decision-making and problem-solving could best be examined through their own
descriptions of this normative component and those normative situations they encountered.

The purpose of this chapter is to present an interpretation of ¢ stories 10ld by the
cight superintendents. While there were unique themes which applied to one or more of the
superintendents, there were also significant commonalities among all of the participants.
Results of the analysis are organized according to six themes:

1. Personal and professional beliefs and values.

2. Assessing the rightness of decision:.
4. Power, authority, relationships, and decision-making.
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5. Policy development and implementation.

6. Management and leadership of the superintendent.

As the thematic analysis proceeds, it will be apparent that consistent threads appear
in each theme. This has occurred not to promote redundancy or to force coherence in the
thematic analysis. Rather, the recurrence of beliefs should be construed as indicative of the
degree of integrity these superintendents possess--integrity defined as a sense of oneness or
wholeness. For want of a better term, these individuals have deeply held prejudices, or
principles, which they hold dear and affect all they do. These are concepts of "ought” or
"should” and are based on fundamental assumptions of right, good, and how these
concepts must be practiced.

Theme One: Personai and Professional Beliefs and Values

Introduction

number of personal and professional beliefs and values. Their stories provided an excellent
opportunity to explore those beliefs and values and how they came to be formed, both
inside and outside the work environment. Questions were asked to determine their
personal and professional values and the importance they placed on the values.

During the interview process, other supplementary questions were posed which

be understood. In addition, respondents were asked to provide specific examples where
beliefs influenced prof:ssional practice.
Luke

Luke felt his family was the most important aspect of both his personal and
professional life. He also chose to demonstrase family values in his professional work and
likened "want[ing] to see yourself in a situation where you are influencing your own
children, doing the right thing" (Luke, p. 4) to professional relationships "with teachers
[where] you want 10 be a model 10 them [and] want to be perceived as being fair, honest,



and trustworthy” (Luke, p. 4). More importantly, Luke indicated, "I want the same thing
in my work situation as I do in my family situation. I think that's important” (Luke, p. 4).
In short, Luke felt being the best he could be in his family required him to be the
best he could be in his work. This was not without cost however, since the 50 hour work
weeks, numerous evening Board meetings, and attendance at in-service sessions
significantly detracted fro'~ being the best he could be with his family, Luke had to make a

conscious decision to reconcile work and family demands by "setting priorities according to

personal or family situation and make sure that you meet them” (Luke, p. 5). The conflict
for Luke arose when circumstances precluded him from meeting the obligations associated
with both. As he noted, "People ask me what's important, how they should prioritize
things. I always put family first. Now my problem is, sometimes [ say that, but
personally [at tirnes], you have a conflict with that" (Luke, p. 5).

For Luke, the personal and professional values with the most pronounced effect on
his life were those of trust, honesty, integrity, faimess, and modeling appropriate
behaviours to others. The Catholic emphasis of the school district in which he worked also
placed a significant obligation on Luke to advocate for and practice the values associated
with the faith. Consequently, in dealing with others, he felt he must demonstrate tolerance,
understanding of and for various and differing points of view, and respect for the differing
values of others.

Luke was equally forthright in describing situations which caused him stress as he
fulfilled his duties as superintendent. He did not express any frustration or disappointment
over the actions of teachers and field administrators in making decisions and developing
action plans by which the decisions could be implemented. Rather, his frustrations
work the superintendent must undertake on both a short- and a long-term basis. In order to
convey to the Board what he was to do, what had been done, and the results achieved,
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Luke adopted a very proactive approach characterized by the annual development of a
Priorities Report and an Achievement Repon, which were then used in his annual
evaluaton. While these documents were seen to be important in creating an awareness in
the trustees for the amount and diverse nature of the work Luke undertook, they were also
viewed as highly important in ensuring a fair and just annual evaluation.

Luke strongly advocated the necessity of self-care for superintendents and had
recently made some changes in his lifestyle which not only allowed him to spend more time

He said that alleviating stress through such actions made him far more productive at work
both in terms of the quantity and quality of tasks accomplished. Both he and his wife
participated in the physical activity program on a regular basis.
Leonard

Like Luke, Leonard placed a great value on family and the relationships inherent in
the family. As he stated, "The personal life [i.c., family] has really been a source of
satisfaction and a lot of support” (Leonard, p. 3). Indeed, the value he attached to family
relationships was the basis for his relationships with professional colleagues, particularly
when he occupied less senior administrative positions in his former school district.
In his present professional capacity, Leonard noted he very much enjoyed working with his
colleagues but, in his previous positions, he was able to "probably [get] much closer to
move in as a superintendent to another district” (Leonard, p. 3).

In this respect, it could be conjectured the family relationships compensated, 10
because of his position. Recognizing relationships with staff and colleagues change when
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the best it can be for students. Leonard also noted that in his family relationships, he
attempted to "be the best you can be, to live a fulfilled life, and to be a caring type of
person” (Leonard, p. 5). Leonard extrapolated those values to his professional life and
stated, "In my professional life, I want to be the best superintendent that I possibly can be,
so to those extents they're [i.e., personal and professional lives] very similar" (Leonard, p.
5). Importantly, Leonard felt "I don't see any pioblems between the two" (Leonard, p. 5).

Leonard commented on the degree of stress he felt as a superintendent and, in his
situation, the majority of the stress came from determining actions which were most
desirable given the fiscal realities faced by his school system. Choosing was based, to a
very large extent, on the priorities identified through the vision and mission statements for
the school system and through a basic belief in the ability of others to make choices based
on the same parameters. In a "have not" school district, Leonard was forced to argue
passionately for dollars to secure the appointment of additional staff when additional money
became available through enroiment increases. Trustees, particularly the Board Chairman,
were not casily swayed in these arguments but, typically, agreement was achieved.
Henry

Henry, t00, believed his personal and professional goals were highly integrated but
he indicated this high degree of integration was not without personal cost, particularly in
his relationships with his family. His desire to be the best he could be, t0 serve and to
positively affect others, and his competitiveness resulted in long hours spent at his desk
long hours and noted “T've got{ten] a little more careful lasely with regard 10 making sure
that I'm looking after my personal goals, the happiness in your marriage; you've got to take
care of that and you've got to spend enough time at home so that you've got good rapport
there” (Henry, p. 5). Noting he had "sacrificed that over my life” (Henry, p. 5), and that
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a conscious atternpt to leave the office at a more acceptable time. Specifically mentioning
he took the time to become more physically active, Henry felt this had provided him with
additional energy to meet the demands of his role.

However, the demands of the superintendency were still having a significant effect
on his life at home since he often came home tired, with little energy left to devote to his
family, and, at times, overwrought and preoccupied with office and system cvents. His
words best describe the feelings and consequences:

The best thing you can do is sit down in front of the TV set and shut your mouth,

because if you say anything, you're probably going to be snapping at somebody,

and they don't ask for that. So you brood; you tend 1o brood a little bit when
you're tired, overworked, over tired, and the best of your intentions don't always

materialize, naturally, and it affects your [family life]. (Henry, p. 6)

Henry noted the superintendency was an all-consuming occupation: "It dominates
and takes over your whole life” (Henry, p. 6). Indeed, Henry had to go so far as to have
his wife telephone him if he was at the office after 10:00 PM. While he recognized this
was unhealthy, he nonetheless continued to work the long hours.

The conscious decision to work the long hours was based on priority use of time:
Knowing his influence could be best exercised during the school day through formal and
informal contacts with principals, teachers, and trustees, Henry completed his paperwork
in the evenings, thus sacrificing time with his family.

Notwithstanding the importance of Henry's and the District's mission, at times, the
interests of others tended to be advanced at the expense of the clients to be served. Henry
specifically noted that teachers often demanded increased support systems as they carried
out their own professional roles and those interests could not be met since, in Henry's
estimation, they did not have greater importance than the children to be served. Henry was
also highly conscious of the bottom-line in budgeting, particularly as he sought to balance
the interests of the teaching staff against those of the school district. He nosed that if he
was 10 be unable to maximize the use of fiscal resources, the Board would probably find
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Henry also noted that as superintendent, he must be proactive in the communication
rationale ror decisions of a budgetary nature, were being given by field administrators to
both the staff and the public. Controlling the communication process through the Board
office was tenuous at best, prompting Henry to adopt his proactive stance in discussing
with staff and the public those decisions which had been made by the central administration
and the Board. Control, in this sense, was restricted to advancing his own views to and
attempting to influence others . In one instance where additional funds were obtained for a
special curriculum project, Henry chose to add additional staff rather than using the regular
staffing funds since he felt that it would have been unfair and dishonest to have done
anything else.

James

As with the other superintendents, James placed great importance on the family:
"[What's important to me)] is a sense of family, commitment to family; satisfaction with
what I'm doing; contentment with being happy, and enjoying life” (James, p. 2). He
indicated his personal and professional values were highly integrated and that this
integration, or being a "whole person” (James, p. 3), was a prerequisite for being a
successful superintendent. Much like Henry, James indicated his professional goals could
become all-consuming, thus having a negative effect on his personal life, particularly in
relation to his family.

James discussed some changes he made in school entrance age and in reconfiguring
the schools in the district. Reflecting upon the consequences of the changes, James stated,
"1 could have avoided a lot of frustration and conflict in the community and amongst staff if
I had said, 'Okay! Let's just leave itasitis.’ I took a lot of heat; there was a lot of
pressure on me personally for that from within and without” (James, p. 14). Both
personally and professionally, James was to suffer: "I put up with personal attacks from
the community [and] I put up with some disbelief from our teaching staff” (James, p. 14).
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For his wife, the consequences were equally profound: "My wife doesn't cope with it very
well. She would go tomorrow. She feels the pressure and feels that the whole community

Later, James discussed the negative attributions given to him by members of the
community, particularly those campaigning for trustee in the coming elections, and the
effect of these attributions on his wife, who also worked in the community and heard these
attributions. Despite his wife's wish that he "take a teaching job in Assumption and just
teach your regular six-hour day, put your time in, do whatever you have to do, and let's get
on with our life” (James, p. 21), James could not abandon his profession easily. He
commented, "This is such a challenge to me as to where we're going. What we're doing is
right. We have a direction, [and] I don't want to jump out of it” (James, p. 21). To state
that James was torn between what he wanted as part of his personal goals and the effect of
his professional life upon those goals, particularly in regard to his family, would be an
understatemnent given his wife's reaction to community feelings toward her husband's work
in general and toward her husband in particular. Reconciling his sense of mission with the
effects this mission had on his family was extremely difficult for James.

He indicated his personal and professional values were highly integrated although
there were some differences. In a personal sense, James placed great importance on his

family, commitment, contentrnent, being happy, his religious faith, and relationships with
others. He also placed significant importance on maintaining personal wellness and felt
physical exercise associated with this wellness allowed him to cope better with the stresses
of the superintendency and o do a much more thorough job at work.

James linked his personal value base very strongly to his professional role as
superintendent and felt he had to be a "whole” person, thus emphasizing commitment,
relationships, concem for others, and a sense of ethical conduct which related to his doing
was best for children, helping them to succeed in all senses of the word. In essence, this




desire was his mission for his role. The actions he took to achieve this mission had to
reflect this desire. As an educational leader, he viewed his task as creating and meeting the
broad vision for student achievement as the primary focus of the school system. In his
own words, James viewed leadership as the process of "translating visions into reality and

sustaining them over time"” (James, p. 4). This vision had to reflect a desired state of

alone.

James expressed some reservations about the degree to which his professional
goals could become all-consuming, thus having a negative effect upon his personal life.
However, he indicated he was able to turn off the professional goals and enjcy the

moments in his personal life when he could spend time on his hobbies, physical exercise,

or just watching a baseball game on television. Both personally and professionally, James
was motivated by a strong desire for improvement--finding new ways of doing things
better. He stated he was very competitive and liked the comment that "winning isn't the
only thing, it's everything” (James, p. 5). He felt this attitude helped him in his
professional life as it motivated him to move beyond satisfaction with the status quo.
levels, commitment, and a desire to see positive improvements. However, the downside
was reflected in the comment that he was perceived 10 be undertakin

§ to0 many things at

John

John also indicated his family was extremely important to him and that the nature of
the superintendency, particularly the time which it required, had a significant effect upon
family relationships: "Doing a superintendent’s job is far more demanding in terms of
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personal time” (John, p. 7). However, John indicated he reconciled the difficulties
inherent in being both superintendent and a family person by "putting my family first when
I found out that being a superintendent took a lot more time than being a school
administrator or teacher. If I ever placed my job before my family, then I had the wrong
priorities” (John, p. 7). Of major importance was the view John expressed regarding the
similarities of values governing family relationships and the work of the superintendent.
John recognized the goals he had at work were those oriented toward public education,
implerrentation of Board policies, and the work of the school. Family commitments were
to peopie in the family. However, while John viewed these as "two discrete items, the way
in which you deal in these realms should be essentially the same, working with the same
values” (John, p. 8).

John felt he was successfully able to reconcile the demands of the job and the
family because he had the full support of his family: "My family supported me in it and
said, 'It's okay, you know. It's okay that you spend that time there™ (John, p. 8).
However, he was unequivocal in stating, "I don't think it was ever a conflict in my mind to
that point because the Board wouldn' see what's happening in myself. I think the Board
would realize that when it comes to personal values, my family would come before the job"
(John, p. 8). Should this not occur, John was equally unequivocal about what the choice
would be: "If I can't make the two work together, then I've got to find another job. My
family understands that too" (John, p. 8).

ance of individual rights over the collective and communitarian good and
recognized actions he took must always recognize both, but not at the expense of cither.
This strong view of communitarian versus individual rights was carried over into his
practice as superintendent. John used these two fundamental views as a "decision screen”
(John, p. 6) in determining the rightness of decisions made by the school system: "I think
that the two have to work together where you don't let one individual action work to the

88



detriment of the general welfare. On the other hand, the gencral welfare shouldn't work to
the detriment of the individual. You've got to look at both of them [and] it's a screen you
have to use for decision-making” (John, p. 6).

George

George expanded upon the professional component of his life and viewed himself,
first and foremost, as a teacher. He believed students must be well taught and a well-
educated citizenry was critically important to society. By teaching teachers, principals and
Board members, George felt he could affect the education children received.

Unlike the other superintendents, George, a Catholic superintendent, did not speak
of the importance of family and the family relationships with respect to his position. In a
broader context, however, George spoke of the necessity to be an integrated person both
personally and professionally: "I don't have a company or a home mask" (George, p. 8).
Indeed, as George was being interviewed, he drew attention to his credenza on which a gift
from his wife was prominently displayed: a crab. George stated the gift was made so that
"they'll know at work what you're like at home" (George, p. 8). Through this use of
humour, George indicated, "I'm as good at home as [ am here. I am the same person. |
don't think I'm capable of being someone else” (George, p. 8).

George chose to illustrate his integration of personal and professional values by
relating a story in which he was interviewed by a reporter about his feelings on report cards
and how he dealt with report cards as a parent. In response to the quest'cn, "How do you
deal with your own family when they bring home report cards?", George said, “I like 0
think in the same way as I'm telling you that parents in our audience [do}” (George, p. 8).
When the reporter noted George was not only a parent, but also an educator, he responded
with "Yes, but I'm still only one person” (George, p. 8). George spoke even more
strongly of the degree of integration of his personal and professional self:

ottt o g Ly Gl T

md;d;)my background and I never really tried 10 be a heck of a lot else.
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Thomas

In a similar vein to George, Thomas, a Catholic superintendent, did not explicitly
mention the importance of family, although he focused on the necessity of building and
maintaining relationships with differing segments of the educational community and the
community at large. As he stated, "It's really important to me to have a sincere sense in
feeling the community I work with, the teachers that | work with, the parents, the kids--we
all understand--that this is a togethemness: a collaborative effort” (Thomas, p. 5). In this
sense, Thomas viewed family in a much broader sense than perhaps did tiie other
superintendents. For Thomas, the family also included the broad educatioral community
and the importance he attached to the relationships in this "family” was very similar to that
expressed by other superintendents in relation to their immediate family.

Thomas commented on his degree of integration of personal and professional self:

What you see is what you get. I'm not any different in the workplace than I am at

home; I'm the same person. Because I happen to be in the workplace, I don't

change hats and say, "Well, now I've disassociated my beliefs or my values or my

being any differently than I am in any other walks of life.” (Thomas, p. 7)
He took this belief one step further: "I'm dealing with matters the same as I would in any
other place” (Thomas, p. 7).

Thomas also expressed a strong spiritual base for his becoming an educator. As he
stated,

I guess I view my job in life as what's been dealt me. I'm deeply convicted in my

belief, but I believe strongly that I was meant to be here for some particular purpose

and, y, the purpose that I'm fulfilling these days is the one that I was
se todo. (Thomas, p. 10)

Consequently, Thomas felt an obligation to do and be the best he could be as an educasor,
although he pointed out obligation alone did not keep him in his present capacity; he also

there's a purpose. Somewhere I've been selected to do something, like we all have. |
believe that; I believe that very strongly” (Thomas, p. 11).



Peter

Unlike George and Thomas, Peter not only spoke of the importance of family to
him, but also of the consequences the superintendency had on his family life. Given that
Peter was a traveling superintendent, he was ofte., not at home in the evenings and this
created professional and personal conflicts for him. As he stated, "My family is very
important to me anc' that was one of the conflicts we ran into in regards to [my job]. The
Boards recognized that I was just giving way too much of my time and I had no time for
family” (Peter, p. 3). Peter did speak of the importance of integrating personal and
professional goals and recognized some superintendents were still able to maintain some
distance between the two. He noted his wife often reminded him of the necessity to
distance the two somewhat more than he had been able to do, stating, "My wife points it
out to me on a fairly regular basis. I think I should be able to say, ‘Okay, now I stop, and
now I start dning something else™ (Peter, p. 10). His wif's comments, though
cautionary, went unheeded. As Peter stated, "I never know really when I stop working. I
think | work all of the time, and I don't mean that in a sympathy routine; I think that's just
part of my job, that when people see me in the community, [I'm still the superintendent]”
(Peter, p. 8).
The Interpretive Context

The descriptions provided by the superintendents provided some valuable insights

into the demands of the superintendency and the effect of these demands on the family. Six

of the eight superintendents noted the family was singularly important in their lives and if a
choice had 10 be made between the family and the job, the family would win out. While
this is a noble stalement, the truth of the matter is singularly different. Without exception,
the superintendents noted the time commitments demanded by the job were such that the

superintendency, Luke, Peter, and Henry, for example, continued 10 give to the position
and to take time from the family.
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which his wife was party, and despite his wife's wish that he quit and take a teaching
position in a remote area of Alberta, James was committed to following through on his
obviously not felt by the community in which he lived and worked.

Leonard provided valuable insight as to why the family is so important. The role of
the superintendency makes it difficult for the superintendent to establish deep personal
relationships with colleagues. Hence, the family remains the single source of the deep and
lasting relationships individuals nced. The loneliness felt by those at the top of the loca
educational hierarchy requires a support base be established somewhere else--in the family
itself. A second interpretation about the value of family and the effect of that value upon
the practice superintendents can be seen in the way they care about, interact, and collaborate
with others in the school system. Luke gave valuable insight into this area when he stated,

I think you want to see yourself in a situation where you are influencing your own

children, for example, to do the right thing. I think in your professional

relationship with teachers you want to be a model to them; you want to be perceived

as being fair, honest, and trustworthy. (Luke, p. 4)

In relation to his Catholic school system, Luke felt that the obligation to put values into

relationships: "Honesty, faimess, and trustworthiness are important. Coming from a
Catholic dimension as well, I think the Gospel values are very important” (Luke, p. 4).

All superintendents felt they operated from the same value base in both personal and
professional settings. Consequently, all felt they were highly integrated in their personal

of what they did, but also in terms of thinking of the effect of those actions on others.
None had a "company mask" and a "home mask” to be wom in appropriate settings.
In this context, sincerity was especially important. In other words, practicing what one
believed at home and at work was crucially important in the superiniendency.
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Finally, all superintendents, some more directly than others, commented on the
need for personal integrity--acting in a manner consistent with personal beliefs and the
desired vision for the organization. The notion of "it all depends”, situational imperatives,
cannot be said to apply universally to these superintendents, for to have followed this
philosophy would have meant a diminution of themselves. George, however,
demonstrated that situational imperatives must be considered, particularly in his personal
and professional feelings about the implementing Youth Network News (YNN)

programming in the schools:

In my own case, [while] I'd like to tell you that I always do the right thing, there
are some times when I [consider expedient options). I like to think that it doesn't
and I suspect it does and I need to spend a lot of time saying, "I can live with that.”
Like the advertising one. I think I'd like to say, "No, we've got to protect our kids
from things this." n, over and against that, I think I better wake up and smell
the coffee and what are kids facing 24 hours a day? So, I will say, "I'll take the
free TV's and the commercials because I think this is 1992." (George, pP. 38-39)

I don't know whether I've learned in that or whether I'm expedient. I oy
not to be. I try to have ideals. But, I don't know. Twenty years ago, the offer of
the television sets wouldn't have even reached the Board table. But. now it's here!
(George, p. 40)

Ironically, standing up for what one believes, can be seen to have dramatic
consequences, not all of them pleasant, for the superintendent. In no other area are the
consequences of the dialectic of process and substance more apparent than in the amount of
stress which the dialectic generates for superintendents. Because process matters so much
in the resolution of diverse interests (politics), process may very well triumph over the
substance, the end of the decision. What becomes even more critical for the superintendent
is serving an elected Board whose members may be so convinced of pleasing all with both
process and substance that both become subverted. The consequences for both institutional
and superintendent integrity assume magnitudes unknown and unappreciased by almost all
others, except other superintendents, in the education system.

Increasing politicization, in any endeavour, but especially in education, occurs
when process subsumes substance and relationships are viewed as more important than
what the relationships are 10 accomplish within the organization. At the Board level, the
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superintendent became consumed with working with trustees, attemptiny to reach a
psychological accommodation wherein damaged relationships will be tolerated because the
end sought was critically important in maintaining consistency with sated organizational
goals and values.

However, the superintendents, in order to survive, had to pay due and careful
attention to process, particularly in dealings with the Board. Both informal and formal
methods were chosen to exercise process. With informal methods, both trustees and others
in the system could be guided with a minimum of formal bureaucratic structures and
strictures. The informal processes were far more indicative of values in action, since it was
the informal process which paid close attention to the way in which values influence and
affect how people treat each other, make decisions, and solve problems. Formal structures
tended to work within bounds established through standard operating procedures--policy
and accepted practice within the educational system--and expectations established through
rules.

Standard operating procedures could often come into conflict with a simultaneous
need to allow others to make decisions in their own environments, subject to some
situational imperatives indicative of the circumstances. However, standard operating
procedures and policy did not address all situations encountered in the daily life of the
school system in general. When decisions had to be made and policy could provide the
appropriate guidance for determining actions, discretion had to be encouraged and
facilitated. However, this discretion was guided by something more fundamental:
Invariably this returned to the values held and articulated by the organization in general and
by the superintendent in particular. Again, substance and process were closely linked.

However, the danger was that process, particularly at the political level, may win
out over substance. Self-interest, clearly illustrated in the excerpts, was the primary

stic in areas where process dominated. Further, the self-interest of the teaching
force and other school jurisdictions could be seen. Notwithstanding the examples,
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substance was also demonstrated in an attempt to counteract, to varying degrees, the self-
serving attributes of process.

These superintendents, in an attempt to inculcats more substance, often increased
process, particularly at the Board level, to ensure political information, obtained by
trustees, was countered by other political and correct information. While attempting to
direct more substance, they were in effect, increasing process through increased checks and
balances.

In those areas were process and substance collided, the superintendents had to
determine the most important issues and devote efforts to resolving them. The formal and
informal process in the school system allowed a means by which the superintendent could
keep others focused on their own jobs and ameliorate the distractions which occurred over
major issues. Again, the behaviours of these superintendents were of paramount
importance, and contact with others, both ¢ nally and informally, served to give messages
to others. Superintendents were able to focus on substance because of their knowledge of
education. It was this knowledge which provided for empathy of others' positions and for
a commonality of direction, based on shared values. It enabled the superintendents to find
out what problems were being encountered and to relate these problems to the knowledge
possessed. Simply by being perceived as knowing by others may have caused fewer
conflicts and less stress since others were reluctant to press their own cases to the limit.
Knowledge also may allow the superintendents to direct the actions of others, not
necessarily a desirable state of affairs, in those cases where directive action was necessary
to resolve an issve.

Issues of substance also were debated and resolved through a variety of other
strategies which included, but were not limited to, working with others in small groups or
individually, offering reasons for decisions made, reorganizing when and where necessary,
identifying clear responsibilities for others, using the informal and tosmal structures in the
system to enhance communication, providing autonomy 10 others 10 make decisions closer



to the effect of the decisions, and taking action in those instances where the performance of
others was less than adequate. By focusing on substance--concrete, identifiable,
important, value-laden, and critical issues--the superintendents did not negate the
importance of process but recognized substance was far more important, particularly in
sending messages to others about the business of the system and how the services were to
be provided.

Focusing on substance required integrity and emphasis on some fundamental values
which included ethical standards, belief in the ability and capabilities of others, trust,
vision, delegation of authority and responsibility with the concomitant accountability, and a
basic belief in the validity of one’s own values which underpin decisions. Despite the
fundamental beliefs reflected in emphasizing substance, superintendents ofien second
guessed their actions. Unfortunately, the questioning often occurred because of the
process used in making and implementing the decisions.

The most critical areas faced by these superintendents involved decisions with
personal, political, and personnel overtones, especially when the Board was involved. In
analyzing these superintendents’ stories, it was apparent that there is no simple prescription
to be obtained through interpreting their actions for others to follow in similar
circumstances. What did emerge, however, was the careful use of judgment, reflection
(though not to the degree expected), often characterized by second-guessing one's actions
and decisions, and a reliance upon experience to serve as a guide. All of these however,
were grounded in some fundamental beliefs about what was right and proper, not
necessarily just in specific circumstances, but what was right and proper generally. They
also desermined to what extent more specific process needed to be put into place o resolve
situations. This determination was based on expanding the opportunities for others to
providing services to the clients of the school system. Because they valued simplicity over




This can be seen in the attitudes the superintendents expressed toward localized
decision-making rather than bureaucratic decision-making. Stretching strengths of
individuals was far more important than bureaucratic rule following and sanctions being
applied when rules were not followed. Communication was fostered through informal
rather than formal means since memoranda, over reliance on reports, and regularized
meetings, while necessary for communication, were not necessarily sufficient to deal with
issues. Communication could become stilted, less than candid, emphasize process rather
than substance, and encourage conflict rather than its resolution.

In those instances where conflict was inevitable and compromise may be the
solution to resolve the conflict, the superintendents invariably chose to confront the issue
rather than compromise on something scen to be extremely important. Confrontation and
conflict were viewed as necessary aspects of taking new directions which would provide
better quality service to the client of the system. Handling the confrontation and conflict
reveal significant values of the superintendents.

First, the superintendents demonstrated an absence of a heavy-handed imposition of
their own will on others without hearing and listening to the positions of others. While
giving orders may have reduced the confrontation, in many instances giving orders could

giving orders or directions would have served only to exacerbate the issue since the root
reconcilable with attitudes expressed regarding maintaining the dignity of others, a concern
for the feelings of others, or a concem for empowering others in their own work.

than the personalities of the persons involved. Superintendents tended to focus on the
employees, parents, or students. Unfortunately, at the Board level, personalities ofte
became the issue, and some of the superintendents were caught in the middle of trustees or,
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more unfortunately, in the argument that the superintendent’s personality was the issue. In
these cases, fault-finding on the part of trustees became the issue. Others, outside the
formal organization often used their political influence to convince trustees the person..tity
of the superintendent was the issue underpinning actions perceived to be negative for
children, teachers, and other stakeholders in the educational enterprise. In these cases, the
superintendent was forced to rely on the good will of other trustees who chose not to be
swayed by the political machinations of other trustees and political proponents. Indeed, an
anomalous situation existed: Superintendents were expected by trustees to focus on issues
rather than personalities and to reward and recognize the actions of others; simultancously,
trustees did not, in some cases, demonstrate such behaviour toward the superintendent.
Notwithstanding the absence of loyalty demonstrated toward the superintendent,
universally, the superintendents expressed a strong loyalty toward their Boards.

These superintendents also expressed a strong desire 1o have open, frank debate on
issues. Decisions stemming from these debates were not determined to be effective based
on the philosophy of win-lose. Rather, decisions were assessed on their rightness,
primarily as this rightness related to providing enhanced service to students and meeting
certain requirements for basic human dignity, organizational mission, and personal self-
expression. Winning and losing invariably were equated to personality issues rather than
toissues. This same attitude was expressed at the Board table and the superintendents did
not view the non-adoption of their recommendations as personal losses 10 be borne.
Rather, they recognized their obligation to argue passionately, at the Board table,
particularly if the issue directly reflected services to children, for their recommendations.
"Losing” may have been regarded as differences in judgment and interpretation of facts,
based on value prejudices of the trustees, than as a personal loss.

By adopting such a view, and modeling it t0 others, the superintendents
demonstrated the value of open and honest debase to others, the worth of logical arguments
substantiated by facts, mutual respect for the opinions and points of view of others, and



goodwill of and from others. In addition, this tactic demonstrated the values and abilities
of others were important, as well as the deeply held values of their school systems. These
superintendents also chose to present their views and values to others on formal and
informal visits. They also obtained the views of others, particularly teachers and parents,
before decisions would be made. Open exchange of views and ideas was extremely
important, regardless of the source of the views and venue in which the exchange took
could do the most good--invariably this meant out of the office.

Honesty was demonstrated to others, particularly in outlining both advantages and
disadvantages to particular courses of action. However, this did not mean superintendents

told all at all meetings in an attempt to force consensus. Dissension, particularly with staff,

demonstrate a respect for the opinions of the individual concemed; the second was to
continue to propound the fundamental value of a course of action. Consensus was
important, as witnessed by building agreements, but not at the expense of basic and
fundamental personial and organizational values, direction of the school system, or service
to children.

A number of superintendents spoke of the value of timing as a critical component in
issues resolution. As a corollary, patience became a very important value in this
ion. This may be akin to the old adage of planting a seed, watering it, nurturing
it, and wasching it flourish in and of its own accord. C istically, the time allowed

ecision, and 10 secure a more broadly-based commitment 10 the decision. Careful during

presentations not 10 appear 10 have made up their minds before hand, the superintendents
spoke of the necessity for being well-planned but simultaneously open to new suggestions
from others. Despite their best intentions, people often perceived the superintendents 10
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have made up their minds before hearing from others. Such are the contradictions in this
position.

Superintendents also sp:nt time dealing with major issues, encouraging others to
deal with issues in the same manaer. Characteristically, they valued open and wide debate
on the issues so that a broad-based agreement on resolution could occur. Just as
importantly, this created and nurtured the environment in which issues could be discussed
openly and honestly. In those instances where consensus could not be reached on a critical
issue, superintendents were ready to step in and advance their own solution. When, as one
superintendent said, "the buck stops at the superintendent’s desk", becomes the necessary
philosophy to follow, all superintendents were prepared to exercise their prerogative to
make final decisions, although this rarely occurred.

Not one superintendent spoke on the value of compromise as an effective tool for
conflict resolution. Indeed, the opposite occurred and one superintendent specifically

different. Unless individuals were committed to one point of view, resentments were
maintained and the underground political network used to further advance their own

aegis of consensus was viewed in a highly negative sense. Just as importantly, by
superintendent "was coming from", raising the possibility that similar issues could arise in
the future. Thus, compromise may have reduced the superi jent's credibility and ability
to influence the actions of others.

In crucial maters, the goals of the system, as reflected in the jurisdiction's mission
statement and the superintendent’s vision, become paramount. Consensus reached on
these broad goals was seen 10 be the desirable option. Further, decisions had 10 reflect
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relating to simple justice--contractual obligations based on a quid pro quo reflected in the
view that if individuals do what they are obligated to do, they will be treated in a like
fair decisions, based on well-informed judgment, tempered by values of concern for
others, honesty, trust, common purpose, respect for others’ points of view, and commonly
held agreements to proceed with a course of action.

Again, the concept of integrity emerged as a critical concept in conflict resolution.
While these superintendents generally did not wish to have an organization characterized by
conflict, they did not, as Thomas stated most eloquently, aver conflict when it arose. They
were prepared to confront issues of all types, preferably with advance support from the
Board. When support was not immediately known, these superintendents proceeded to
exercise their discretion based on the perceived degree of trust the Board had placed in
them. Trust had been developed over time, and because of this trust, the superintendents
the superintendents did not keep their views hidden from either the Board or other members
of the educational organization. Highly committed to their own views, values, and beliefs,
these superintendents were not prepared to give conflicting messages to others by not
standing for what they had already articulated and demonstrated. Integrity was reflected in
not only standing for something, but ensuring that others know what it was they stood for.

All of the foregoing is not to say, however, that the essential value of survival was
not a consideration for these superintendents. Indeed, they wondered, and wondered
often, with much disquierude, about their continued employment as a superintendent,
particularly when the support from the Board was not seen to be adequate or was not seen
atall. In these instances, they became increasingly cautious, spending more time gatherin
additional information and working with trustees to apprise them of situations and probabile
inselligence, but there was no guarantee that other trustees were kept informed by the
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superintendent and the Board was characterized by mutual trust, respect, integrity, honesty,
open communication, and loyalty. When Boards, for reasons which were usually political
and process oriented, took issue with both the process and substance of superintendents’
actions, the superintendents were obligated to speak up for themselves, confront the issue,
and achieve a degree of resolution. In these instances, they had to demonstrate their own
commitment to ethical behaviour and personal integrity and attempred to make more certain
the uncertain which, if left alone, could result in a paralysis of action, and a focus on taking
the easiest way out.

Summary

The notion of integrity, expressed both indirectly and directly by these
superintendents, was of major importance to them in both a personal and a professional
sense. A requirement for successful and happy family life, it was a prerequisite for
establishing and maintaining relationships with others in their school systems and in
articulating and practicing some fundamental beliefs. These superintendents did not rely
upon charisma, although some were highly charismatic, or sheer force of personality to see
them through days and years on their jobs.

Rather, their views about people, the necessity for establishing and maintaining
relationships based on mutual trust, honesty, dignity, and respect were essential as they
held both a vision for the system, themselves, and faced the unpleasant realities interjecting
themselves into the lives of the superintendents. The concept of integrity as the main force
in both personal and professional values of superintendents provides the guidance
necessary for resolving issues on a day-to-day management basis and for resolving those
"interjecting” crises. Strong personal ethics, a positive belief in others most often reflected
in actively involving others in decision-making and problem-solving, a strong vision for
the organization and for themselves, a strong belief in open and candid communication,
emerged as strong personal tendencies, prejudices, or principles in these superintendents.



These beliefs and/or principles were formed over time and served as the links

coherence among what the school system wanted to accomplish, the personal values and
beliefs of the superintendent, and what was done.
Theme Two: Assessing the Rightness of Decisions

Introduction

Superintendents have beliefs about what is good and right and they bring these
beliefs to the problems they face and must resolve. While all school systems have policies
in place to guide problem-solving and decision-making, situational demands force the
superintendent to examine not only the policy content and rules which govern some
organizational situations, but also their basic beliefs since the rules and policies cannot
possibly govern all situations they encounter. These beliefs provide a guide to
superintendents in choosing a vision for their organization and in devising methods or
plans to make this vision a reality.

The question to be asked is what makes these prejudices the right ones?
Superintendents in this study, without exception, expressed strong religious beliefs which,

behaviour, particularly in regard to dealing with others, can be viewed in the context of
ethical standards, standards which provided these individuals with a sense of inner
direction--a "sensitive moral compass”--to guide them through their daily tasks. Responses
of the superintendents in the following excerpts illustrate the importance of

Luke

Luke stated he wanted the same things in a work situation as in his family:

ustworthiness are important. I guess, coming from a Catholic
dimension as well, I think the Gospel values are very important” (Luke, p. 4). The nature
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of his school system required he not only espouse those values, but also practice them in
his dealings with others. For Luke, this meant accepting others' points of view and their
own values. However, this acceptance caused Luke to feel as though he was "walking an
interesting tightrope at times” (Luke, p. 5) for, while others' opinions and values had to be
tolerated and accepted, the overall direction of the school system still had to be followed.
When Luke reflected on the degree to which he had been successful in "walking the

tightrope”, he noted his greatest achievemnent was that “we've been able to bring people

While Luke experienced some frustration over the lack of consensus from the
Board regarding long-range planning, he was able to exercise substantial discretionary
authority and influence to shape the direction for the school system. In exercising this
discretion, Luke reported to the Board on what he had done and actively sought out the
Board's reaction: "I would say to the Board, ‘I do not have any direction in terms of what
your priorities are. Here are the things we are doing. If you do not like them, tell me.'

And, nobody ever told me that they did not like them" (Luke, p. 9). The primary criteria

doing the best for students: "Anything that we do, kids have to be the number one priority”
(Luke, p. 9).
Luke also modeled a strong sense of morality, ethics, and caring in his dealings

forced to make choices which could have a negative effect either upon the teacher
concerned or on the children for whom she was responsible, Luke chose 1o identify a win-
win situation for both. Having first provided an opportunity to the teacher % work part
unacceptable 10 both the teacher and the students. A new solution had 10 be found and the

solution was based on continuous long term disability.



Two considerations guided Luke in his decision-making. In the first, Luke acted in
accordance with his belief that "you have to do [what is best for students]. But, I still think
you try to do it without--I think you try to be considerate of the individual as much as you
can be"” (Luke, p. 24). In the second, Luke stressed the importance of Catholic values:
“There is a strong spiritual base to those [types of decisions], but I guess in terms of how I
want to be treated and how I want to treat other people, and they go back to the whole
business of integrity and honesty, and fairness and compassion” (Luke, p. 25).

This attitude of students as the main priority of the system caused some degree of

conflict between the system administration and school-based administrators and their

of the primary focus of the system; however, this did not mean the interests of those
groups were not considered: "You help teachers be able o do their jobs by being
considerate of them as well” (Luke, p. 10).
Leonard

In a similar vein, Leonard believed the rightness of decisions stemmed from the
fundamental belief that the school system existed to provide services to its students. Thus,
decisions had to be assessed for rightness in terms of their positive effect upon the
students: "I would say this belief came from inside myself (and I told the Board during my
interview] that [ wanted to make the district the best place for kids that we could possibly
make it" (Leonard, p. 10). Just as importantly, Leonard also told the Board, "The system

itself should be a good place for people to work, that teachers could work in cooperation
with parents, and, as Central Office, we would do our best to facilitate that process”
conard, p. 10). Leonard felt that without this fundamental belief, issues could tend 10
become clouded with the probable consequences of individual good supplanting the

Notwithstanding his belief in the primacy of decisions for students, Leonard also
advocated a strong belief in the value of individuals and that decisions should not detract
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from the personal dignity and worth of the individual. Leonard also believed strongly in
modeling and stated, "I think that's very important [and| by example, by competence,
you're going to build on strengths of your administrators and what you expect them to do"
(Leonard, p. 58). Leonard offered other insights as to how he assessed the rightness of

decisions and actions. Consistent with his belief in the primacy of students, Leonard

school and the impact on your kids. I think it's got to be a priority. ... If you don't have
a focus on what is right and what is right for people, then I think you've got real difficulty”
(Leonard, p. 45). In choosing between undesirable options, Leonard noted rightness of
decisions had to be judged against a fundamental principle: "You've got to have some
belief that there's something that's number one in order to make those decisions. Even
though they're difficult decisions, and hard decisions, you still know the rightness of it
because of what your mission is” (Leonard, p. 47).

Honesty and integrity were very important to Leonard in assessing the rightness of
decisions, for both pragmatic and principled reasons. Noting one can not always feel good
about decisions which may have a negative effect upon individuals, Leonard believed one

been used as the basis of the decisions. Another criterion was used to assess the rightness
of decisions:

You might have more problems--well, I don't know if you would have--doing the
right thing. Personally you won't, in terms of your integrity. If you're doing the
right thing you can get to sleep at night; there's no problem with that. It's when
you're not doing the right thing. I think if you do things right, it's hard 10 keep
track of exactly what were the right things that you did. To me, honesty in terms of
making decisions is really li%ﬂlnt My memory is too bad to not do things
honestly. (Leonard, pp. 47-48)

In the following response, Leonard discussed the view that honesty was more than
It probably does [go deeper than simple preference). . . . But, it's a matser of

yourse nﬂ‘;ﬁum good about. lmmkmdienmthnwelwem
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don't feel good about everything, and it's just a matter of trying to operate within

that whole [general framework of principles). (Leonard, p. 48)

In relation to his own practice as superintendent, Leonard did not want to be viewed
as a "twit" (Leonard, p. 28) by those over whom he had authority. As superintendent,
Leonard sought to control those factors he thought were important, just as he himself
wished to be treated by others. As he stated,

I don't particularly like having people above me who are twits and, [as

superintendent], I can control those factors: that you treat people with dignity; that

you can make sure that decisions, even though they may be unpleasant. can be for
the greatest good for everybody and people can understand that; and that you can

get their cooperation and their support. (Leonard, p. 29)

Henry

Henry spoke of his religious upbringing and noted this had resulted not only in a
strong desire to serve others, but also carried with it a responsibility to “leave the woodpile
a little higher than you found it” (Henry, p. 5). In deciding what was right, Henry spoke
of his determination to do what is best for students on a regular and systematic basis. In a
manner much like Luke and Leonard, Henry stated his decision-making was based on
"what is Lest for kids. What is best for our education system. We're not here to serve
teachers; we're here to serve students” (Henry, p. 22).

In his story, Henry described the contract termination of a teacher and a bus driver.
He specifically noted he felt his actions were right because they were taken in the best
interests of the students and the school system. The teacher and bus driver had been
involved in the community for a significant period of time and Henry knew the terminations
would have a major effect upon their lives. He proceeded 1o recommend termination
despite having reservations.

The reservations affected him to such an extent that he telephoned another
superintendent to determine how that superintendent assessed rightness. As Henry stated,

I felt really bad for that bus driver that we fired. In fact, 'l admit, I guess when

then I talked to another superintendent and he said, "You grab your ass with both
hands and you hang on”, because we had done the right thing. (Henry, p. 23)
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Being convinced of the rightness of one's actions was one thing: implementing the
decision was another: "There’s an awful conflict between dealing with a person as another
human being and making a decision against him in the better interest of kids. That really
bothered me. It's true: You have to make choices” (Henry, p. 23).

Second-guessing his actions, in these instances, plagued Henry, especially when
the bus driver's contract termination became a political issue. As he stated, "When you've
been a bus driver here for 22 or 25 years, you can do anything you please and it's okay.
We're going to pay the final bill on that one because there's two trustees running who've

got a single issue” (Henry, p. 18). Not only were prospective trustees campaigning "to

clean house” (Henry, p. 18), but Henry's incumbent trustees also questioned his actions:

It doesn't matter what [the bus driver] did. Some of the [incumbent trusices] even
say, "Yes, we agree. We agree now that what you did was right, but the way you
did it we didn't like." I don't know what we should have done; I'm not sure yet
what they mean by that. But, anyway, we've gone through some quite bad
situations. So, I don't know what to look forward to after this coming election.
The two people that are not running again of course were two very good
supporters. So it's kind of tough. (Egenry, p. 18)

Henry offered other insights about determining what is the right thing to do. In
reflecting on his actions in both cases, he was convinced his actions were right since they
were taken in the best interests of students:

Yes, (doing the right thing, then, in those two cases, the bus driver and the teacher,

was based on what's best for students). As long as it doesn't violate--well, I don't

know how it can violate other things. Yes, it has to be what is in the best interests
of students, because that's what we're here for: We're here for the best educational
interests of kids, and that's supposed to drive and guide your decisions. [All of it,
all that we do, is 1o be driven by that], and it's got to really sink in. As long as it
doesn't violate some cardinal rule or one of the Ten Commandments, I guess

it has to be that way, or else you're not running your district accordin

should be run. (Henry, p. 23)

In another instance, Henry described the rightness of decisions in dealing with the
unsatisfactory performance of a key member of the administrative team. As his story
pointed out, Henry had to deal with this individual immediately after his appointment as

rintendent. While the Board had assessed the situation, due to the technical nature of
the individual's work, trusiees had some difficulty in defining what the problem was.
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Henry gathered data over the period of a year and still had to work closely with the
individual. During that time period, he noted that he “tried to get changes. I tried to get
him to report to me and keep me informed, but that wouldn't happen” (Henry, p. 15).
Consequently, he was forced to seek outside assistance from Alberta Education and asked
for recommendations to be made about 1.. . 1al operations and the individual concerned.

The individual subsequently resigned. As Henry stated, the resignation occurred,
because "we couldn't achieve those goals and recommendations with him here and the
Board could see it too" (Henry, p. 16). The stress Henry felt during this process was
significant but the stress was ameliorated because "if you know you're right, it doesn't
bother you as much as the ambiguity of wondering if you're right” (Henry, p. 6). Henry
also felt he was eminently fair with this individual since time was given for improvements
to be made, impartial assistance was provided, and formal and informal assessments of
performance were made during the process. While fairness tended to be illustrative of
concemns related to the exercise of natural justice, Henry was also concemned for the
individual.
James

James spoke of the importance of commitment, contentment, being happy, his
religious faith, and relationships with others in successfully carrying out the multiple roles
as superintendent. As he stated, "I think satisfaction, contentment, with what I'm doing,
contentment with being happy, and enjoying life [are important). Friendships and
relationships are important to me [and] I think a personal faith or having comfort with (the
notion that] what I'm here for today has a longer life” (James, pp. 2-3). In a professional
sense, James believed vision had to be articulated--a vision focusing on student learning:

The whole idea of having a vision and a mission which focuses on the student is

not something that | simply articulate. 1 fundamentally believe that it's possible to

pouuvelyunp.ctdnleumoftoda andofdnw%ﬂmcenm.mdlml

am personally obsessed or possessed with the notion that it's the
bility to create a vision of that, not within himself, but within the

delmﬂmdd\emnw , that we have a job to do relative t0 a
t plan for students. ypasoml[vinon]nesmlollm.bmu's

pudommamly professional. (James, p. 4)
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James believed the vision had to be held "out there" (James, p. 49) for all to see so
that the desired results, namely increased student achievement and learner empowerment,
were achieved. Unfortunately, James indicated his relentless pursuit of these objectives
had caused others to note he did not listen to their concemns to an appropriate degree:
"Some of my critics out there say, 'You don't listen,’ so my first reaction is to say, 'Oh,
yes, 1 do listen.'" On the other hand, [ have to stop back and say, ‘Maybe if | hear that from
two or three people, what can 1 do to be more effective, a more effective listener'” (James,
p. 7)? While commitment was both desired and expected of the superintendent,
commitment which became too consuming was perceived by others as single-mindedness.
He recognized he "shouldn’t let personal beliefs and values [influence me to such a
degree]” (James, p. 11), but he was not prepared to back down from those beliefs. This
was exemplified in the role he took in instituting a revised age of entry for grade one
students in the district. While the focus of the decision was to improve instructional
opportunities for students, he noted the criticism he received could have been lessened if he
recommended to the Board not to proceed with the proposed revision to the policy:
In the process of doing that, though, I have made probably some enemies. There
are parents out there who say, "My child should have been able to go to school
younger,” aside from what the staff say. Now, you get some parents who say,
"Thank you vet% much for doing that. I think my child has done wonderfully and
will be better off for it"; others would kill if they could. (James, p. 11)
James felt the decision he had made in recommending the Board adopt the policy was the
right one, since the overall end was to improve student leamning:

[We can] withstand the pressures of parent criticism [and negative] comments if we
can, in the end, have more success and have [ students] love their leaming and feel
more confident--it's all tied to our end point where we're talking about our vision.
It all has to contribute to that, and it wasn't done in isolation. (James, p. 12)
The emphasis James placed on student leaming, developing conditions to optimize
that learning, and on securing appropriate results had to be modeled to the teachers in the
district. To enhance the implementation of those changes and beliefs, James indicied one-

on-one communication with teachers was undertaken and when visiting seachers “in a
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classroom on a drop-in visit, I use our 11 quality indicators as just a comment page, and
however we can massage it" (James, p. 14).

For James, the rightness of actions was determined by assessing the degree to
which the action was in the best interests of students. In those instances in which he was
criticized for taking certain actions, such as recommending the Board adopt a policy
precluding students who were not six years of age at the school opening date from
attending school, James remained steadfast in his belief that the long-term benefits to
students far outweighed the arguments offered by his detractors. Believing that ends and
means could not be separated, James sought to structure actions such that they related to the
goal of enhanced student achievement. However, this was not without cost and James
noted teachers felt the degree of change was simply becoming too much and that they
wanted to be left alone to do what they were hired to do--teach.

John
John believed doing the right things right, in both a personal and pmfessioml

right [and by] doing the right things right” (John, p. 3). Inherent in this belief were the
fundamental values of honesty, integrity, democratic processes and institutions,

consultation, communication, collaboration, the correctness of the public will, vision,

mldhkembemtedmdsmﬁa‘lty Asjahnsmed.ﬂlesebeﬁefsreqnimdhimlﬂ

:uch tlm interpe "'ilshlh.[bel]nhlemm“diadﬁpeaplem
a way work successfully. [These] depend on good
[Ilﬂ]llﬂ!lﬂg [To] help students become the best they can be. Helping each
smrkmmreghdtr tial but at the same time not losing sight of society that

talking about. Not one at the expense of another. Keep up on things. Be

advocate for education, the importance of education. Of course, in my work
hﬁe mldvmufpubhcgjt ation. And, [t0) be sensitive to others. Bein
consistent. (John, p. 6)

In the area of values: integrity, henes!{ » hard work, family, teamwork. Sincerity.
And,

All of those things fit into there. , how do you model them? Well,
you try and live that way and 3o that's the way you are. (John, pp. 6-7)




John also recognized human frailty may result in not always being able to live up to
the high standards one has set: "You try to be that kind of a person and, being human, you
never are what you think you ought to be. You never achieve that goal but that doesn't
make the goal wrong. It just means that you didn't do it" (John, p. 7). As superintendent,
John recognized he would make mistakes. Dealing with those mistakes was also very
important to John, because it emphasized dealing with others:

When you make those mistakes, you apologize to people for making them and you

let them know however, that was not your intent. Your intent was to do the right

thing and to do 1t in the right possible way. (John, pp. 6-7) )

Assessing the rightness of decisions was based on the overall vision and mission of
the school system and strong moral principles which John attributed to his religious
orientation. With regard to the latter, John noted,

oh, yes, morality is there; yes, assessing rigt.tness of it. For myself, personally,

it'll come through religion. I'm a church person, and my family is too, and that's a

basis of morality for me, no question about it. But in terms of the superintendent’s

job, I can't use a denominational interest; it has no place in it, because if you put
one denomination before another within a public-school system, you're really not
serving the public-school system. No, the ethics are there; they've got to stand.

But I can’t use my religion as the justification for it in my job. (John, p. 35)
Despite the fact John felt he could not use his denominationalism as the justification for his
actions in the public school system, he felt it still provided a guide for his very fundamental
beliefs. When asked if he acted in accordance with deeply held principles or because of
pragmatism, John was very clear:

That's an interesting one. I asked a grade seven kid of mine that years ago when |

was teaching in a social studies class. He said, "You know, you have to do it

because you believe it's right, not because of fear of consequences. The most

important [belief] is that you do it because it's right” (John, p. 36).

In assessing the degree to which pragmatism and principles influenced his practice,
John noted,

I think [pragmatism is] the wrong basis to work from myself. I think being

principled is the basis to work from in the end. Wepinnmawfulho’tbh_ﬁ.

and it really bothers me to hear - nle make a decision only because it'll work, it's

the easy way out, or whatever  ut if you argue that it's right and at the same time
it's damaging somebody el . wnen it isn't right. (John, p. 37)



George, like all of the other superintendents, stressed a vision for the system and
worhed diligently to achieve that vision. Given that his system was Catholic, this required
not only articulating elements of the Catholic faith, but also practicing those elements. As
George stated,

I know what I'd like us to be. I like to think that I'm contributing to it. The vision,

why we're a Catholic school system, the vision I suppose, should have a

supemnatural sort of element to it. I think [people in the system) should care for

cach other very--and I believe very--very strongly, and make no more noise, as

Catholics, by what we do than what we say. And certainly, what we say is
important, because sometimes people have an opportunity to hear. That's a vision,

if you like, that we do what we can to demonstrate that we care for each other.
Sometimes that caring takes the form of, "You should go 10 another school. You
are not helping yourself or us or anybody else; you'll be a better person if you
leave.” I1try to do that with some kind of . . . . I need to live with myself. 1oy [to
allow the individual to keep his dignity muf:t] (George, pp. 30-31)

Assessment of the rightness of decisions was based on principles and a degree of
pragmatism. In discussions regarding his stance on the introduction of the YNN television
mming in his school system, George indicated he was torn betw=en pragmatic
concems revolving around the acquisition of television technology at the cost of subjecting

cial advertising and in maintaining the

students, who were a captive audience, to comme
The adventising one they might [have divergent views and interests). But, I think
with the advertising one, you know, as it stands, I think gummny."\iﬂm
would I prefer?”, lthmk[ptfeneeognmmdmﬂnnsl On the other hand, if

theawdnid.“Nn.wedmtwmtmypmofhtsmﬁxnmschml; Ican
um:mgxﬂywmmeyhmgﬁummﬂmufglmoﬂﬁglfm

suddenly ny.lsfschlngempbhcy' I have given them the arguments both for
and against. (George, p. 33

came intw play in making the final decision. Although the comment he made could
genenally apply to George's administrative values, the comment was specifically made in
light of the YNN issue and it provides a valuable insight into what caused him to do the

Like the advertising one. [ think I'd like to say, “No, we've go In rosect our kids
from things like this." Then, over and against that [view] is that I think I better

ional setting. His comments are instructive:
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wake up and smell the coffee and what are kids facing 24 hours a day? So, I will
say, "T'll take the free TV's and the commercials because I think that's 1992,
Although, [ prefer the other. Which have I totally rationalized? I don't really
know. I have noidea. (George pp. 38-39)

However, George felt ideals must be considered in light of the times and context in
which a person is found:

I don't know whether I've learned in that or whether I'm expedient. [ try not to be.

I try to have ideals. ButIdon't know. Twenty years ago the offer of the television

set:o wouldn't have even reached the Board table, but now it's here. (George,

p. 40)

George indicated that as superintendent, he had to stand for something--something
which emphasized the Catholic nature of the school district, the primacy of educating
students, and the caring shown for other people. However, standing for something when
he made and assessed the rightness of decisions was rarely something which required
conscious thought and deliberation:

I go from day to day and I rarely take the time to think about why I'm doing things.

There are days when I think that the only reason I'm doin! things is to keep peace

in the house. There are days when I think other things. Some are higher callings, I

would think, so otherwise, where would you be? You'd be out of it! I think you

have to have something. I know I put a lot of swock into what's happening to kids
in schools. There’s no reason under the sun for any of us if that isn't bei# helpe
in one way or another. If you ever took that away, | wonder what I would use’

Somebody once said, "Don't be so stubborn!” But, if I wasn't stubborn, what

would I be? I'd be so flexible I wouldn't stand for anything! (George, p. 41)

One final example illustrates George's emphasis on doing the right thing, particularly in
regard to students. Asked how he assessed the rightness of decisions, he chose to answer

the question in an indirect fashion and related an incident in which he was called upon to

assist a new member of staff who was wrestling with that very question:

My job on the line? Let me answer the question indirectly. We have two people
who are brand new in our office in the student services department. Guidance,
special needs, that kind of thing. | want them so know me and what it's like to
work in a place like this. I sai "Whenallisﬁnished.andr’mdﬂn'l, ly know
what to do, and you're really perplexed, do what you think is right and I'll back
you 2 100%. But, please, don't do it because you thought that's what [ wanted.”
It was interesting because our guidance consultant came in 0 see me about
ﬂﬁskwﬁundnhiﬂxhodabauaﬁﬁwgnﬂ“fmﬁgnm
those kids." [Our consultant] went over, [but] [she] left she came in and
said, "I was the guidance counselor in that school last and there's nothin
wrong with those kids. They got into a fight. They 1't be expelled. Now,
what do I tell the principal? He wants t0 expel them and | can't support that.” |
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said, "This is when you get to be an antist. Go tell [the principal] that you're not
going to back the expulsion. He's dead in the water because if he comes to me and
you don't support it, I'm not going to support it. Not on your life." It tumed out
that she went over and by that time, the pnnmpal had cooled off. She came back
and she said, "I did what [ thought was right.” I said, "That's why I said that."

(George, p. 38)

In summing up his point of view on this issue, John stated, "I guess in my own
case, [while] I'd like to tell you that I always do the right thing, there are some times when
I [consider expedient options]. I like to think it doesn't and I suspect it does and I need to
spend a lot of time saying 'I can live with that™ (George, p. 39).

In this staterment, George revealed the essential conundrum he faced on so many
issues: doing the right thing because it was the right thing to do or doing something
because of expediency and pragmatism.

Thomas

Thomas articulated similar values to John and began the interview by outlining
some fundamental values and beliefs he felt guided his actions as superintendent:

Integrity is probably the key thing. Integrity, honesty, success--and when I'm

referring to success, not success necessarily for me, but success ex ; by

those people with whom I'm in contact, with whom I work, the kids we serve. It's
really lmpﬁnant--md I'm relating this to the job that I'm fulﬁlhng ofessionally.

More so than lly at this point in time. It's really important for me 1o have a

sincere sense in feeling that the community [ work with, the teachers that I work

with, the staff I work with, ﬂiepu’em.s.ﬂiebds--weﬂlundersmnddmm:n
togethemess; it's a collaborative effort. (Thomas, p. 5)

The togetherness or interdependence of all the various aspects of the educational system
was critically important for Thomas since he believed that harmony, in both a profession
and a personal context, could come from greater understanding of and empathy for the
positions of others. Although harmony in both contexts was highly desirable, Thomas
indicated he was prepared to handle conflicts occurring in both personal and si

lhkehmngly When we're dealing with people, I think you have to have an

standis Eﬂmensnmnexpenﬂbym:hﬂymmmmmn
nmﬂé&ﬁuamnﬁuamwu:m .arnlmmhsof

society, I think we have to really appreciate that bemiex
other party is legitimate; otherwise it wouldn't be expressed. wehiveln
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take time to listen; we have to take time to show empathy and to understand.
(Thomas, p. 6)

In Thomas' discussion of the difficulties faced by non-resident Catholic parents in
negotiations with the public school system over having their children continuing to attend
schools in his jurisdiction, he indicated how principles can be and are far more important
than simple pragmatism. Thomas was very aware of the potential criticisms which would
be levied against his school district if it assisted parents in forming four-by-four separate
districts and then secking an amalgamation with his jurisdiction. This could be viewed as a

"tax mb“ by ratepayers in the public system, a not unlikely accusation since Thomas'

funds obtained through potential amalgamation would be beneficial, Thomas was adamant
in his view that financial gain was not a prima facie motive for supporting parents in their
quest:

guess if we were to champion anything or involve ourselves in--not the promotion
it because we didn't--champion is the better word. It was based on the right to
Catholic education as opposed to resol\nng our financial difficulties by promoting
them to form as a tax grab. (Thomas,

He spoke even more strongly on this issue:

We're not out there trying to build the size of our school jurisdiction because we
want to expand our boundaries and bring more kids into our system. You bring
more kids into your system through whntymhnvemoﬁeﬂhem. There's
credibility out there. That's a reputation that we've established. We're not driven
by a motivator to financially become better off. That's personally not ever been my
motivator. There's no hidden agenda here. (Thomas, p. 27)

not supported the attendance of non-resident Catholic students in his school jurisdiction,
Thomas would have faced an extreme difficulty:

Ifﬂmsever:dﬂemthnl‘mfleﬂmﬂnhnlhnvednfﬁ:ﬁllym;.u's
dealing with the scenario, had it developed, that we suddenly ch.ﬁ

system) resident [students] uﬂmhmmﬂm fnirﬂ the tuition
mmnmmpﬂm to pay for it; that we have 0 wle
10 attend a publicly- % t Thnmﬂdungnz::ﬁudﬂﬁp
at the same time, | lnveueq;mnbdl 10 this Board who serves the rasepayer or
the resident of this hic area. If we waive those fees, then what we're
saying is that "Residents, you foot the bill for those non-resident peopie” and that's




117
not right either. I think you pay the freight in terms of what is equitable or what's
right. (Thomas, p. 28)
Thomas's actions in attempting to resolve the conflict are illustrative of a value base
oriented to the provision of a Catholic education as a matter of right and as a matter of being
the right thing to do. However, Thomas demonstrated a belief that the circumstances of all
parties had to be considered in his actions. In reflecting upon his covert involvement with

and remaining

the parent groups, characterized by providing moral support and information
ostensibly neutral in the issue, Thomas admitted his involvement was greater than he
planned it to be. While Thomas hoped to resolve the issue by remaining neutral and
avoiding direct confrontation with the public school district, and, perhaps, Department of
Education officials, he believed the potential disruption to his system through avoidance
was greater than that accruing from becoining more actively involved. In addition, by
gathering information, Thomas found the avoidance technique was becoming rapidly more
unacceptable. Rationality and objectivity served only to reinforce his initial stand based on
principles of what is right.

Thomas was fully aware of the competing interests which underpinned this conflict.
Prime among these were financial interests, which had to be counterbalanced against the
fundamental right of access of Catholic parents to a Catholic education for their children.
By working quietly behind the scenes with the Catholic parent groups and his Board,
Thomas felt he could simultaneously facilitate the wishes of the parents and respect the
concems of the public system. Believing his tactics were the right ones, Thomas indicated
he wanted greater collaboration and accommodation rather than competition and
compromise.

Thomas was caught in the conundrum facing superintendents, trustees, local
governments, and indeed all others: attempting to satisfy one’s own concemns while
of access %0 Catholic education, maintaining the financial integrity of his school syssem,

and the responsibility to the ratepayers of the system while simultancously respecting the




financial integrity of the public school system, combating misinformation with facts,
meeting the mission of his school district, satisfying the requirements to provide leadership
to the Board, combating the potential perceptions of self-servedness, and maintaining
integrity, honesty, and harmony in dealings with others. Thomas' responses to resolving
these multiple concems were indicative of his strong desire for integrity, honesty, respect
for situations in which others found themselves, his desire for harmony but not at all costs,
and maintaining and advocating for the rights of children in general, and Catholic children
in particular, to a quality education.
Other criteria were used to assess the rightness of decisions. The first, as Thomas
stated, was to consider
(the] bottom line, after all [the facts, information, and input are] put together is, “Is
that going to be successful for our kids? Are we going to be hurting our kids in this
decision, or are we going to be doing the best that we can for our kids in this
decision?” We can't leave that out. And, whatever the bottom line shakes out to
be, that's what I'll proceed with. (Thomas, p. 37)
The second criterion related to intuition:
God only knows [what provides me with a gut feeling). It's a level of comfort that
you have, sort of a peacefulness. It's just something that you feel is the right thigf
todo. Ican't assess [it), I can't tell you what it is. But, you have a good sense of
what you've just done. (Thomas, p. 38)
The third criterion related to the degree 1o which his religious faith influenced
When I'm faced with a tough decision in the job place, I'll often sit at that chair and
just a linle private conversation between the Holy Spirit, God, myself and Christ,
and I ask for guidance to make the right decision, but always preface it with the
ﬁzﬂdmmmmofmnrxnn;mﬂmdmn;ﬂngmheﬂwﬂmﬂ:
right way. | believe in that. It's not that you don't think it's important. It's such a
day-to-day thing that's there that I guess--I1 don't know. It's important; it's
extremely important! (Thomas, p. 40)
The degree 0 which the emphasis on faith was 10 be reflected in his school system
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very strongly that I've been called to some kind of mission. I believe very strongly that the
Holy Spirit guides me in what I do day-to-day” (Thomas, p. 39).

Thomas also indicated a Catholic school system had to be Catholic in terms far
beyond simply teaching religion in school for 40 minutes per day. As a superintendent of a
Catholic school system, he indicated he has been so inundated with secular matters that the
religious priorities tended to be neglected. Thomas reflected upon a conversation he had
with another Catholic superintendent to illustrate this :

You can't identify a Catholic school because we [teach religion on a daily basis). It
struck me, as [he and I] were talking, and I said, "You know, for the past four
years since I've come back [here] I got so wrapped up in that secular business that I
really sort of put aside what we're all about as a Catholic school district.” [ said,
"You know, [ really screwed up my priorities. I spend 99% of my time on
correspondence that relates to curriculum, that relates to policy, and the other that
isn't really associated with why we exist!” (Thomas, p. 42)

As a consequence of his reflections, Thomas decided changes had to be made in
both the priorities for the school system and for himself:

Since this little thought struck me a year ago and when I said I found myself doing
so much of the secular, devoting so much of my time to the secular side, I firmly
believe that if we can zero in, and our priorities should be based upon what it is that
we're about as a Catholic school system, the curricular stuff's going to fall into
place. It's going to happen. (Thomas, p. 44)

His mission for education, in general, and for Catholic education, in particular,
underscored the decisions made in this matter:

I believe this, and it might be a personal belief, but I really think that our society's
deteriorated in terms of morals and values and promiscuity. I really have a problem
with what I see and read and hear, and I think that if we really don't get a handle on
ﬂdnragﬁn.wkidsmnﬂly:oin;wbeinfammghﬁm It's scary,
and [ think that we've got to start setting some priorities for ourselves as a society.
I certainly don't think allofsocictylsillscanbehidathe of the
school and said, "Fix it!" And that's why I said--go back to the first thing I said in
this conversation--we need that collaborative effort, and if you don't have it, pity
the kid who doesn't have that follow-up at school, and pity the kid who doesn't
have that same follow-up at home. (Thomas, p. 45)

In the context of society, in general, but in the context of the Catholic education
system, in particular, Thomas felt that unless a concept of broadly-based morality was
taught and modeled to children, consequences would be extremely negative. Thus, the
importance of the spiritual component for Thomas and his school system and became
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extremely evident in actions chosen and decisions made. In summing up his view of the
degree to which spiritual values influenced his practice in the superintendency, he stated,
maybe [ went overboard on this spiritual thing put as I said, I guess you take that
for granted when it's there; it's not something that you work at. [ can't understate
the spiritual. That's probably the focal point of my existence. (Thomas, p. 46)
Peter
Peter's initial discussion of his fundamental beliefs showed a strong religious
conviction. Acknowledging the fundamental belief in the value and importance of Catholic
education had been modeled to him at an early age by his father, Peter felt an equal
responsibility to model these things to others: "[My father] never had to say to us, 'l
believe in Catholic education.’ He told us every day of the year. Two hundred times a
year he'd drive us to school. With that kind of upbringing, I'm just really excited about
what we can do in Catholic education” (Peter, p. 9). Not surprisingly, Peter placed great
importance on providing service to children: "My objectives still revolve around what we
can do for kids and I think if I ever lose that, I've got to get the hell out of this business
because I don't think I should be here if that's not my reason” (Peter, p. 8). He made an
even stronger statement about his sense of mission as superintendent:
Not only do I like kids, but I also want them to do well. [ want something to
happen to them that [ believe I've received and that is--I'll use the word ed‘mmm

a good grounding. I belicve that we in education can make a profound impact on
kids, and that's what motivates me. (Peter, p. 15)

_ The theme of doing what is best for students, in a Catholic context, emerged
continually in Peter’s conversation. The extent to which this fundamental belief influenced
his practice and practices in the school district is best illustrated by his own words:

It's found right in our mission statement right at the front of our policy handbook,
and it's believed in. Of course, we have a new Board coming on, s0 it's going to
ta’keusm,ﬁﬁgﬁ:rpeg}m;ﬁuxdmngmyﬂmmtﬁmmﬁﬁm
we say that children are God's gift to the world, and we have a remendous
responsibility when we work with our young. Everything flows from there. We
don't come up with a plan to do something that doesn't fall in line with doing the
best we can for kids. We're going to make it revolve around, "What can we do
best for kids?" !thnm,oﬁégﬂmlicshntmin@ummﬂvesmm If
it doesn't, then we're here for the wrong reasons. (Peter, p. 19)



He also felt his involvement in the community always had to reflect the
responsibility he had as superintendent of schools. He articulated this responsibility as
leading by example:

I have a high standard, high expectations for myself, and I think that's one of the

things that I can say about our [superintendent] colleagues in education. [ haven't

met many superintendents that I don't really admire. Their work ethic is really
strong; their attention to kids is profound, awesome. Lots of our colleagues will do

lots of things to get the best for kids. That's high on my list as well. (Peter, p. 4)
Believing he had to model a high level of energy and a strong commitment to children,
Peter spent great amounts of time in attempting to meet this expectation for himself. He
went further in describing his professional orientation:

My integrity is very important to me, both obviously personally, but especiall

pmfessmnél.lf As a matter of fact, I just received my review for last year and I

would be really ur;::ﬁpy if [trustees] felt [ had misplaced their trust in my integrity.

So, I work at that really hard. lu?mhesuiiglgmﬁdmhmenmdciﬁngn

the same time. [don't feel I have to tell everybody everything, but at the same

time, if [ tell them something, I believe it. (Peter, p. 4)

Also, Peter felt a strong commitment to practicing his faith in both a personal and a
professional context, but not without some degree of cost:

I guess that's where I end up making other gl& uncomfortable, in this
community particularly. I would be recognized as a very strong member of our
parish, very, very heavily involved. I'm involved with most of the ministries
within our parish at some level or another; I'm just always involved. I¢'s not
personal and it's not professional; it's both. I'm not there because I'm the
superintendent; | would be there anyway. But I'm also there because I'm the
superintendent because | believe I show by being a servant as well. (Peter, p. 5)

; In his dealings with others, Peter felt he must respect individual worth, demonstrate

empathy for the other person’s situation, and find a right resolution to issues. Having high

expectations and standards for himself, Peter expected no less, in matters both secular and
religious, from others who served children. These high expectations may have caused

others to feel uncomfortable about their own performance, but he was not prepared 10

sacrifice his own principles 10 make these individuals feel more comfortable with their own
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The most satisfying decisions are those that you can sit and look at the teacher right
in the eye and say, “We made that decision for those kids. I'm sorry it doesn't
meet your expectations.” As soon as you surt making decisions for teachers, based
on what's best for teachers, you always run into trouble. Whereas if we say we do

it for the kids, it always seems to work out right. (Peter, p. 44)

For Peter, the fallback for decisions, even if those decisions had a negative effect upon
teachers, was the benefit to the student. At the political level, Peter operated from the same
fundamental value orientation. When asked what caused him to argue passionately over
issues at the Board table, Peter was quick to respond: “Kids! If it affects a child and |
don’t belicve what we are doing is right for a child, then I would be prepared to really
(argue]” (Peter, p. 47).

Peter felt that trust, in all cases, was the single largest determiner of forming
agreements and proceeding with right action: "I think we operate on a level of [trust)--or |
could say we provide good information and that kind of thing. But, it comes down to
trust. Do we trust each other?" (Peter, p. 45).

In Board meetings, Peter felt he had to speak to certain issues to emphasize both
service to students and the Catholic nature of the school system:

I really want the Board members to know where I'm coming from, and | will ofien

just simply say--I wouldn't use the terms "How would Chnist do it?"--but I'd say,

"We do things different in Catholic education,” because usually when new Board
members come in they've got kind of a business slant to things, and [ say, "Well,
you know, in Catholic education. . . ." I said, "You know, in Catholic education
sometimes we don't do things that make the most business sense.” But I said,
"When you're doing it for children, sometimes you've just got to do it!"

(Peter, p. 47)

Peter also indicated he would take people to task if situations arose involving unfair
treatment to students, trustees, and others which would result in the diminishing of an
individual's basic human dignity. As he indicated,

the Boards have all been really good about [this]). But I've taken them to task

sometimes. I've said, "Hey, you guys, you don't treat each other ﬂfﬁm: This is a

Catholic agﬁunm We should be treating each other in a Christ-like manner.”
(Peter, p. 48)
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Peter had experienced success in dealing with the Boards in such instances and had been
praised by a Board Chairman for imparting certain beliefs and methods to the Board. In

Peter's words,

I guess [ do have a good enough reputation, and certainly that was borne out ;im‘n

yesterday when | heard the Chairman of the Board say how [I] had influenced him

so much in the area of Catholic education. I guess I've been around long enough

that people have said, "Well, I guess his record is pretty good. This is not the first

year he's done it." I'm starting [another] year as a superintendent of Catholic

education, so I guess they figure, "Well, he's been around for a while." I guess

that's where experience kind of comes in handy. (Peter, p. 48)
The Interpretive Context

What meanings can we draw from the language of these superintendents about their
value base, about the assessment of rightness in decisions, and about modeling their beliefs
to others? All the superintendents stressed the idea of integrity--a sense of oneness, or
being a whole person in their practice. In the responses of these superintendents to matters
of choice and making decisions, a sense of rightness was expressed--rightness based on
deeply held principles as opposed to simply reacting to the demands of the particular
situation in which they found themselves. This is not to say however, that situational and
contextual variables were not considered. Indeed, these situational and contextual variables
were extremely important since they represented a strong tendency to weight the effects of
decisions on others. Personal traits, based on these deeply held principles, included
honesty, trustworthiness, caring, a deeply held sense of mission, and a concomitant vision
for the school system.

Invariably, all of the superintendents had strong religious beliefs yet none of the
superintendents advanced the view that the religious underpinnings were, in and of
themselves, sufficient 10 exercise due and careful leadership in their school system.

basis for justifying his actions 10 others. The non-denominatic
school system precluded this. The religious nature of the Cathc




more was involved than simply articulating religious beliefs--being a superintendent in a
Catholic system meant practicing the Gospel values and the tenets of Christianity.

The superintendents also expressed a strong set of personal and ethical standards--
principally those of fairness, caring, and honesty. In a manner strikingly similar to that
stated in the interpretive context and summary of the first theme, it is conjectured that these
values provided an inner sense of direction, a compass, developed through life experiences
and, in many cases, formative upbringing, to guide the superintendents in their
administrative work. As George stated, "What would [ be if | wasn't stubborn? I'd be so
flexible, I wouldn't stand for anything. Idon't have much choice. I'm going to stay that
way" (George, p. 41).

The practice component of these beliefs was critically important to all of the
superintendents. They set examples of the behaviours they wished to see in others,
particularly in dealings with students, parents, and teachcrs. In many cases, the values
they held were unconsciously used in evaluating situations and determining courses of
action to be taken. As both Peter, George, and Thomas noted in regard to their religious
values as a base for decision-making, but especially Peter, "[It's] another assumption that |
wouldn't explain because it's just there automatically” (Peter, p. 57). The use of these
values in modeling behaviour and in making decisions did not preclude the use of analytical
processes. Indeed, Peter said it best:

[ ry to balance that against my experience, what else has happened, and certainly,
of course, bnngmg into, almost like a filter, the School Act or other legislation or

whatever. Of cours uur policy handbook is also more or less like
ent. And then, [ guer . rying to make a decision from there.

ds:iﬁm:muiebsnmmﬁchﬂdrenmmvmblymemline“ﬁlm:ing
however, determined by the personal prejudices of the superintendents involved; those in



this study had remarkably similar prejudices including, but not limited to, superior
academic performance, instilling appropriate life skills and beliefs to create a well educated
citizenry, treating children differently than adults, and ethical concerns which addressed
both the communitarian good and individual rights .

To a very large extent, the personal vision of the superintendents was, as James
noted, "held out there” for all to see so others would eventually share the same vision. The
ultimate goal was to have others develop increased commitment and effort to the cause of
educating children. Perhaps the importance of family, addressed in the first section,
applies to the organization itself in addition to the personal family of each of the
superintendents. Thus, the oneness, usually characterizing families, can be extrapolated to
a oneness within the educational organization--in essence, an educational family, pulling
together for the mutual benefit of all.

The personal value base of the superintendents and the vision they had, while
separate and capable of being examined, appear to be inextricably linked for the reason that
the type of educational system they wanted was simply an expression of the value base they
held. By making decisions, turning thoughts into actions, the superintendents could affect
the system so that the system became progressively more like the one the superintendent
envisioned. Rightness of decision-making was thus determined by the type of organization
wanted and envisioned.

Summary

Universally, these superintendents articulated a fundamental religious faith which
served as the foundation for their personal value system. As discussed in theme one, the
notion of integrity required them to act in accordance with these beliefs in their professional
practice as well. Interestingly, a difference which emerged was the degree to which the
ents that they seldom

only Thomas spoke of his reflections on this matter in a conscious sense. For others, but
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particularly for Peter, the intense commitment to his faith as an element in his decision-
making was so unconscious that he chose not to mention it in the interview until he was
directly asked for his views on this matter.

Deeply held professional principles, especially the belief in the primacy of students
and the impact of decisions on others, were also very important to these superintendents.
Other values were also expressed. Prime among these were faimess, caring, and honesty.

Through articulating and, more importantly, practicing these values, they set examples of

importance of articulating a vision for the system and setting high standards necessary to
achieve it.

Personal and professional values were entwined to such an extent that each was
reflected in the other. Shaped by experience, knowledge, early upbringing, successes and
mistakes, a strong sense of responsibility, a desire to serve others, a view of seeking
perfection while recognizing perfection can never be achieved, a view of the educational
community as a broad or extended family, and high ethical standards, the character of the
superintendents emerged as a major contributor to the success of their educational systems.

Theme Three: Building Agreements and Reconciling Political Interests
Introduction

Process and substance, the perennial dialectic faced by leaders in any organization,
require leaders to come to grips with working directly to get the right answer to a problem
and working on the right way to get an answer to a problem. The dichotomy emphasizes
the difficulties inherent in answering the what and the how of decisions to be made. While
superintendents and the political body they serve can and do make bureaucratic and
hierarchical decisions affecting others, sometimes in a unilaseral fashion, there is significant



Luke

In dealing with the Board, Luke stressed the importance of trust, forthrighmess,
integrity, and honesty. He felt these were put to the test in an instance in which one trustee
continued to direct him to take particular courses of action with which the entire Board had
not agreed. By confronting the individual trustee and stating that he worked for the Board
rather than for individual trustees and by discussing the issue at the Board table, Luke was

situations could be extremely draining, particularly when one trustee was committed to
dismissing the superintendent. While Luke worked very hard at establishing relationships
with trustees based on values previously mentioned, he felt the "fight” to deal with
recalcitrant trustees must be joined at a higher level in which the Board itself must also
demonstrate similar values.

Luke's implicit beliefs were reflected in his descriptions of developing Board
agendas, the processes he used to actively seek out the opinions of trustees during Board
meetings, and the process used to deal with a recalcitrant trustee. In reflecting upon his
own decision-making style, Luke frequently mentioned a strong value base but recognized
he required additional skill in examining the consequences of choices he made, particularly
in regard to human and fiscal resources.

A key area for agreement making for Luke was reflected in the influence the
mission statement and priorities for the system had in shaping a common direction. As he
commented, “We've been able to bring people together to create an environment where they
can interact and work together with a minimum of conflict. I think we're all focused on the

same goals and mission statement . . . " (Luke, p. 7). The mission statement represenied,
as Luke stated, a collective belief” (Luke, p. 14) which served as the basis for developing
sought the involvement of others in developing a strategic plan for the school system. The
success of adopting the mission statement as a source for agreements was reflected in




comments made by consultants engaged in an evaluation activity: "[The consultant]
couldn't believe the staff support and the staff knowledge of that component of our school
district, knowing the mission statement” (Luke, p. 14).

Unfortunately, the involvement of the Board in this process was minimal and the
reason for this tended to be the Board's disposition to be reactive rather than proactive.
Because of this, attention was devoted to immediate and short term issues resolution.
Getting the Board's agreement to change focus was extremely difficult for, as Luke noted,
"You have people working all day and have difficulty getting away to a planning session.
You have some who don't see any value in it" (Luke, p. 8). Given the difficulties, Luke
felt it appropriate to inform the Board about actions taken and results achieved. While the
Board chose not to be actively involved in the planning process, it trusted Luke to exercise
his discretion in these matters to quite an extensive degree.

Also, the adoption of a Total Quality Management philosophy in the school system
assisted greatly in securing agreement to adopt innovative approaches to instruction. As a
consequence, Luke saw greater trust between the delivery personnel and the administrators.
Leonard

Leonard consistently stated that the students were the main focus of his efforts to
plan and to budget for the school system. Consistent with this belief, Leonard advocased
for and was successful in implementing a results based-orientation within the school
system. However, knowing where the system was going was very important for Leonard
and he purposefully involved stakeholder groups in the development of system priorities.
Using the concept of the administrative team, Leonard's leadership, in the context of the
team approach, was facilitative rather than authoritative and directive. Orienting the Board
and the entire educational community to issues which really mattered was a focal point for
Leonard, although he recognized that multiple interests were sometimes at odds with both
his vision and his interpretation of the issues.
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As a result of these differences, Leonard used a process which identified issues and
sought cooperatively developed courses of action to resolve them. Recommendations were
then given to the Board of Trustees for approval. Communication in this process, as in all
others, was crucial for Leonard and he was prepared to spend considerable time in seeking
consensus and agreement in the resolution of issues. Always careful not to appear to have
his mind made up before decisions were ultimately made by the Board, Leonard ensured
advantages and disadvantages were enumerated to the stakeholders. Knowing when to
"push” and when to "back off" on issues was also important to Leonard, and he worked
diligently to ensure he knew not only what the issues were, but also how much the
stakeholders were prepared to support, at any one point in time, actions to be taken in the
resolution of those issues.

Leonard also recognized the importance of relationships in seeking agreements from
others. In this context, he chose to be viewed as facilitative and supportive rather than
directive and authoritative, although he viewed authority as being derived from credibility
and competence rather than position and power. His relationships with trustees were also
important in this regard as can be seen by examining his strategy in getting approval to hire
another teacher:

The mayor here is very concerned about the school system taking too much of the

money from the coffers and that ugydonthnveenau;hmmeymdomm

and 50 on, and the school system is a "bottomless pit” of spending. He likes to use

that term. He's just an excellent, well-thinking type of individ: "He'shad a

strong academic background and very logical, an engineer but its dollars and

cents rather than thm% Asl mdlcmd previously, we had a 3% increase in our

enrolment this year. We were able to accommodate most of the kids without hiring
any additional teachers from the budget, and probably could have done that without
any changes. However, I felt that with our grade ones, that we had three classes of

grade ones with 26 and 27 kids in them. That was too large. (Leonard, pp. 18-19)

Leonard knew the enrolments in the grade one classes were too large and began

seeking a solution to the problem. Although he was constrained by the existing budget,
wmwmnﬂmmmdmtum.mmmmmugﬁnmmEﬂm

denmngmﬂwpoﬁmwheeneedwummuﬂﬁedﬂ:mﬂmumw
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thus reducing the size of the grade or.e classes. The school principal and the school staff
felt the additional staff member was necessary and they supported Leonard in his analysis.
However, the final decision rested with the Board of Trustees and Leonard described the
meeting in general and the comments made by one trustee:

So I went in, and we had a special meeting with the Board. [ probably fought for

an hour, particularly with the one person, the mayor, [who said], "Logically, you

had budgeted for one more student in grade one back in April, and now you have
one student less, even though you've got 30 more kids in the system. There is no
reason. You felt you could have lived with it then; you can live with it now." |
went through the arguments and he just didn't feel that was logical at all, but I won
it [with] the Board. He voted against it. He wrote me a note as | was sitting there
saying--because we only had four of the six trustees present--he said, "If I'd have
had the other two trustees here, you would have lost.” He wrote me that note and
passed it to me, and I just wrote a note on the bottom saying, “They're much more
logical than you. Istill would have won," and passed it back to him. He laughed,

but he's very logical. (Leonard, p. 20)

Leonard did not mention his strong orientation to the provision of the best services
possible to students as the basis for his argument with the Board but it was highly evident
in the background provided to the interviewer. In this instance, Leonard described the
outcome as a "Win" and the trustee felt that he had lost. Leonard was able to defuse the
situation through use of a sense of humor because he felt his relationships with trustees
was such that the situation was not problematic. As Leonard noted,

those are the kinds of things that can cause you stress, obviously, yet by using

rmaybe a sense of humor and that kind of thing, it can alleviate that a bit too.

Defuse it. So, I'm lucky to be able to do that on many occasions and have an

excellent relationship with trustees. (Leonard, p. 20)

While the substance of the agreement was better educational opportunities for students, his
relationship with trustees, particularly his ability to use humour to defuse situations, was
instrumental in obtaining the agreement to engage additional staff.

Of particular concern for Leonard was secking agreements on ways to adapt to
fiscal constraints while simultaneously providing better educational opportunities to

that, look at different strategies so that you can constantiy work within that” (Leonard, p.
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21). By providing flexibility to decision-makers in the delivery system, by involving
others in decision-making, by examining alternatives provided by others, and by adopting a
positive attitude toward innovations, Leonard sought to create the basis for agreements in
his school system.

The adoption of numerous changes in the school system was not easily
accomplished, but they were accomplished with the agreements of those most affected by
the changes. Always, these changes had substance: the adoption of innovation to facilitate
student learning. Always, these innovations were accomplished with due consideration
given to process. A key element in both was the strategic and operational planning process
undertaken in the system. While the Board ultimately approved the three year plan for the
system, the partners in the educational enterprise had significant opportunities for input in
the plan. The result, as Leonard noted, was "very much a cooperative type of planning
document that we use” (Leonard, p. 12).

Fiscal restraints precluded doing all that was perceived to be desirable, and
participants in the planning process were thus focused on doing that which was most
important. Leonard noted the time-consuming nature of this task but was adamant about its
importance because "when it comes down to reductions, you've got that set, that mental
set, that 'Hey, we're going to cooperatively make sure that we can operate our system too,
financially'” (Leonard, p. 15). Leonard's view of the importance of the agreement buildin

process was made very clear in one statement:

I would say [T] probably [spend a considerable amount of time seeking that degree

of consensus or building those agreements). Pvenmmdleoum;in"man

that. 1 go around talking to the Parent Advisory Committees at the schools. | have
a very good feel for what our community wants. We do school evaluations;
we do regular sets of surveys out to parents where they their priorities and
their concems and indicate areas where they feel that we should be working harder
to achieve things, and we implement this. (Leonard, p. 15)

Perhaps the reason behind Leonard's success in establishing consensus and
agreement was the importance placed on those things for which the system existed:

We really haven't had any conflict. mm::mymmmm
are kept to a reasonable size, that teachers are able to work within those classrooms




and that the public here, too, views schools as being manageable. I think we're
consistent in terms that we want our schools to have good discipline, that school
should be a safe place for kids to go to school, that there shouldn't be fighting, so
the discipline is fairly clear in terms of standards, and that makes it a better place for
teachers t¢ *each and kids to go to school and feel comfortable. (Leonard, p. 15)

Henry

Henry, like all of the superintendents in the study, chose to emphasize the
importance of the district mission statement in obtaining agreements for courses of action to
be taken: "What else can you say? The best possible educational program and the
individual student are important; the input of the staff and the public. For excellence”
(Henry, p. 8)! Prioritizing actions, on the basis of the mission statement, was a process
fraught with difficulties, since self-interest often got in the way of obtaining widespread
agreement on those prioriies. Henry indicated the agreement seeking process was
widespread and involved the staff and the principals:

Certainly there was discussion and picking and choosing. I involved the principals

in identifying priorities for . . . the 1992-93 school term. They had suggestions;
mﬂlnfthanwaundupmﬂiepaper [Deciding what not to include was done] on
the basis of, finally, what I considered most important and what the Board
considered most important. You have to delete some. They wanted to give an
awful lot of emphasis to providing additional support structures to teachers who are
getting increasingly heavy loads. . .. The principals certainly saw a need to

provide more support. (Henry, p. 12)

Agreement was "reluctantly and grudgingly” (Henry, p. 13) reached, and Henry
argued the decision represented the “big picture” (Henry, p. 13) not necessarily seen by
teachers and principals. In regard to the big picture, Henry felt he must always be fiscally
responsible for two reasons. The first, as Henry stated, was

you have to do the best you can to provide the best possible educational pe

you possibly can within the financial limits that you are provided with, that you
have. You can't run your educational program on credit or on air. It's as simple as
that. It costs dollars, and the secret is to make every one of those dollars stretch as

far as you possibly can. (Henry, p. 14)
The second reason was more self-serving for Henry, although it was equally

The dollars tell the tale. You can't run a school district on a deficit; you have t0
make the dollars add up. And sooner or later as a superintendent you come 0 that



realization that if you can't do it, they're going to get somebody who can. (Henry,
p. 14)

Seeking agreement with the Board, on some matters, was relatively easy. On other

matters, it was far more difficult. In regaiﬂ to the former, a number of instances were cited

administrative team whose performance was less than satisfactory. The Board readily
agreed with Henry's strategy of involving Alberta Education in a review of this person’s
department, documenting evidence, working with the individual to seek changes and
improvements in performance, and in the actions taken to remove the person from his
position. As Henry, stated, "[The trustees were not] wrong in their [initial] assessment of
the situation but they could not define it very well” (Henry, p. 15). After the review,
which "zeroed in" (Henry, p. 15) on the deficiencies of the individual and after the
deficiencies were not corrected, the individual left the employment of the school district
because "we couldn't achieve those goals or recommendations with him here and the Board
could see it too” (Henry, p. 16). Agreement to proceed was based on principles of
accountability, performance, and trustworthiness.

In regard to matters in which difficulty was encountered in seeking agreement from
the Board, Henry identified the manner in which he was treated by the Board as a
significant problem. While he was expected to treat others with dignity, respect, and
faimess, and provide them with appropriate recognition and feedback, he could not get the
agreement necessary to have the Board treat him in the same manner:

It's the lack of satisfaction and support from the Board. . . . Veryfewtmmevﬁ'

bother to thank you or to express satisfaction. They just don't bother. I g 2!

can understand that and handle that. I've got a note down here that says, "V

should | thank today?" and I look at that eves dlyhmmswuhﬂnmdm

in mind. You have to express appreciation. To get the most out of p
mmunﬂyexmmmmdbmldﬂﬁnup. But who bu

(Henry, p. 26)
thstanding Henry's inability to have the Board agree to treat him in a manner
consistent with the way he treated others, Henry felt a strong obligation o fulfill his

ities to build agreements for other actions at the Board level. One
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of the primary methods Henry employed was to offer as much information as the Board felt
was necessary to acquire a background on issues and to provide trustees with written

recommendations for action. A strong team approach was used in agenda preparation and

“carry the can” in the Board meetings by speaking to their own recommendations. The
same process was used in agenda follow-up after the Board meeting was completed.
In addition to offering information and recommendations, Henry worked

individually with trustees, particularly the Board Chairman, although he recognized the

improve the relationship and the trustee did "not get very much of my attention. I avoid
that person. The more information you give him, the more he's going to cut you in the
back with it” (Henry, p. 29). Henry knew there could be long-term consequences of this
approach but persisted nonetheless:

It's a no-win situation. But, anyway, I know I'm guilty of that, and I guess I've

also learned to be awfully careful not to show favoritism to trustees. You tend to

consult those who are most supportive (and do your work with them). [But), it's a

mistake. Maybe you can do it and get away with it; maybe someday it's going to

get you. (Henry, p. 29)

Henry adopted a consultative process with others in the system to seek agreement
on actions to be taken for issue resolution. His point of view in these discussions strongly
reflected compromise: "So often when you hear the other side--it changes your point of
view a little bit. It's usually not a life-and-death matter, and therefore, there is room for
compromise” (Henry, p. 31). The consultative process was premised, to a very large
degree, on the assumption that commonly agreed upon goals would provide the framework
for making agreements.

To a certain extent, Henry saw himself as a "pleaser” (Henry, p. 32), one who
anempeed to keep people happy. He felt that keeping people happy was a high priority for
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him in his role as superintendent. On the other hand, Henry also felt this desire to please
people or to keep them happy was a weakness, and the consequences could be quite
negative since pleasing one group or individual could alienate another: "If you settle it with
one guy, and then the other guy over here gets unhappy, you haven't solved a damn thing"
(Henry, p. 33).

In regard to this last concern, Henry gave an example of a conflict situation which
arose in one elementary school over the issue of peanut butter. Approximately five
students in the school were diagnosed with a severe peanut butter allergy and the school
and district moved to have the school declared “"peanut butter free”. Needless to say,
banning peanut butter from the school was not universally accepted by the parents or
students. Henry described the situation:

Some parents took offense to that: “Why can't my kid bring peanut butter to

school?" and the issue got really stinky and big, and of course there were these

other parents who have kids with peanut butter allergies, and those kids can't even
touch a doorknob that had peanut butter on it. So I tell you, I hurriedly dropped
everything clse and got on the phone talking to this side and that side and so on,
and we soon discovered, the rhing to do is to have a meeting, call everybody
together. We did that. The two or three people who were ukm&:ﬂ“eme to this
peanut butter-free school were [quite difficult] but at least after they'd heard the
situation and they had been given a chance to express their concemns, listen to or

talk to and so on, they felt better; they had been heard. (Henry, p. 33)

The ouicome of the issue was to have the school declared "peanut butter free”, an
outcome with broad, if not universal, acceptance by parents, teachers, and students. A
second outcome was a reaffirmation of the conflict resolution strategy Henry implemented
in the school district. The peanut butter case was resolved by inviting all parties involved

in the issue to a joint meeting to discuss and air their concerns before any actions were

cturing the grade configurations in the school was another contentious issue
in which Henry took the lead in sponsoring numerous public meetings to explore
altemnatives and raise concerns. Unfortunately, the Board left Henry to "carry the can” in

he had the “thing under control” (Henry, p. 38), trustees did not feel so confident: "They
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were worried that there'd be an uprising” (Henry, p. 38). The heat was Henry's 1o take
since he had initiated the discussions. In this agreement building process, Henry felt that
“trustees are politicians: They react rather than proact, and sometimes, they really only
move to save their own ass[es]” (Henry, p. 38).

Throughout his story, Henry indicated he was plagued by doubts about his
recommended courses of action because a key player in the agreement building process--the
Board, heavily influenced by a trustee who condemned Henry's leadership--could not be
counted on to offer support for Henry's proposals. Second guessing his own leadership
did not paralyze Henry although it did constrain significantly his feelings of security and
ability to provide leadership in obtaining agreements to proceed.

James

James' story, remarkably similar to Henry's, highlighted the need for an
overarching mission or vision, commonly held and supported by others, as the basis for
agreeing on courses of action to take. For James, the mission or vision had to “focus on
the student” (James, p. 4) and, as superintendent, he had to "pay attention to [a] whole

range of things; it's a marter of orchestrating” (James, p. 4). As a consequence, James saw

(James, p. 5) and away from the status quo. At the Board level, James noted those who
had engaged him as superintendent were "fundamentally in agreement with some basic
philosophy and principles, and it is almost uncanny to see that” (James, p. 31). He
outlined some fundamental requirements for building agreements and making decisions in
his school system:
[ want to have a trusting environment 10 the point where--so that if a person has a
responsibility for a decision and makes it--I can wust them with that, and if they've
made a mistake, not 10 crucify or that, to let  live with their mistakes. The
[second] is to work largely by consensus. Not everyme will agree, even at our
administrative level, buteverymenaaﬂsmhmdienppmmymfaﬂrﬁnﬁi

yaﬂmnisheudmdfeelﬂmevenmndecimmnddn‘lpi : &r way,
airly comfortable to say, "I had my opportunity.” (James, p. 32)




James did not pay close enough attention to the concerns of others (“some of my critics out
there say, 'You don't listen'™ [James, p. 7)).

Adopting a revised school entry age and reconfiguring the grades housed in various
schools were areas in which James did not secure broad-based community agreement to
proceed. Indeed, the criticism was such that it prejudiced his relationships with the
community, one trustee, and trustee candidates. While James believed that "today,
seemingly, most of [the criticism] is gone. Most of the people say, 'Yes, it's really
working'" (James, p. 14), he was also aware of secret meetings being held within the
community to create political pressure to overturn decisions made in both areas. While
James' vision focused on students and enhancing their learning opportunities, people in the
community were saying, “The way we can stop a decision like K 10 Six schools would be
to get rid of the superintendent” (James, p. 15).

In the context of agreements, those outside the Board office viewed James as
"ramming things down [the Trustees'] throats” (James, p. 15) and, while James felt the
"Board doesn't view it that way" (James, p. 15), he also recognized that "when you look
behind it, | have been behind a lot of the decisions” (James, p. 15). The consequences of
the failure to achieve agreement on these vital issues were to be significant for James. As
though he were prescient, he noted,

today we don't hear any [more about the issue] other than one or two running for

itical office. Now, of course, my concern is if . . . on election day, we now
ve three of these people whogctonmmeaoudbeﬂugafﬂgdﬁiﬂmlm
making. Then I will have another [ty ] of tension that | haven't dealt with today.

If 'm looking at going out of this in five or six years and it's financially really

going 10 be a problem for me to cut that short by three--cither being able 0 retire or

not 0 retire, and given the fact that maybe my age is such that some jobs may not

be open to me--one has to look at that. (James, pp. 16-17)

In administering the school system, James paid particular attention 10 the operations
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attempting to accomplish. In the area of agreements, one method James initiated was to
have others make as many decisions as close to the point of the decisions as possible: "We
don't simply impose all of the strategy components from the system plan” (James, p. 24).
In this context, James saw his role as facilitative and supportive of staff while emphasizing
a simultaneous need for accountability:

I do feel that it's important to encourage them. They do have tough jobs. | want to

be there to support, to encourage, also to challenge and to frustrate from time to

time if [there is a] feeling that someone over a period of time is not contributing

and, in fact, is maybe contrary to our vision or mission. It's my responsibility

through the principals; generally, [ don't do it in isolation. (James, p. 25)

John

John indicated a strong belief in the inseparability of means and ends and that
cthical actions must always guide the pursuit of chosen ends, as in his description of the
advice of a grade seven student long ago: "You know you have to do it because you
believe it's right, not because of fear of consequences. The most important [reason] is that
you do it because it's right" (John, p. 36). This did not mean that neither fear of
consequences nor pragmatism did not influence John's actions. Rather, these were
secondary determiners of decisions.

Value judgments made in the pursuit of those ends would not only be tempered by
the values previously identified, but also by a fundamental belief in the democratic process
by which the public’s will is determined and acted upon through the policy process. He
recognized that the Board of Trustees, because its members have been elected by the
public, represented the public and the public will and that the rightness of actions in
decisions made by the Board is reflected in a social justification to achieve a commonly held
goal: "The value judgment comes from the democratic process [and], in a public setting,
it's a social justification . . . of the goals” (John, p. 4). In this context, doing the right
things meant doing those things designed to achieve the desired goals. However, in John's
view, the right things had to be done in an eth'cal manner and not with a view of having the
ends justify the means. John used this philosophy in determining his own objectives.
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John had a number of objectives as they related to priorities in his superintendency.
Striving to seek and build agreements based on commonly held goals and objectives, and to
have individuals “throw in" to abide by the terms of the agreements, John felt these
strategies enabled the system and its partners to work towards providing the best possible
education for students.

John believed his primary objectives were to determine and address needs through a
systematic strategic planning process and that the school district budget was the vehicle by
which specific objectives would be achieved on an annual or longer term basis. Noting that
superintendents should not rest on their laurels, he indicated that, in his own practice, he

constantly attempted to determine issues and methods by which the issues could be

process of building agreements as an essential part of his job and earefully distinguished
between the terms consensus and agreement-building. Recognizing that the former was
part of the latter, John noted that in those instances when he was dealing with school
principals and consensus or agreement could not be reached, he reserved the final decision
on certain matters.

In matters pertaining to the Board, John actively sought to build agreements, and
viewed policics developed by the Board and decisions made by s:mple mgﬂﬁty at a Board

Board which caused him a significant amount of stress in its implementation since it was a
decision with which he did not agree. When asked if he ever experienced professional and
1l conflict in implementing Board decisions with which he did not agree, John could
mﬂyﬂennfyﬁusmdmm.pahpsbeanseofhuph' osophical and jonal

Uldmately, I'm of the view that if | don't agree with the action of the Board, then |
bmmknhudnlcmmchnn;enuﬂnﬂmtchmgigﬂmlhmm
imhn‘furm;ozfgenermm mh?hﬁe&mgmﬂﬂ.

a very important part operation. You have to be loyal. It's required I think,

from a moral point of view and certainly from a legal point of view. There's
m@mmmuﬂmﬂmhmﬁyﬁmmbﬂyﬁmm
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employee. And so, if you can't change it, and you can't be loyal to it, then you
better go someplace else! (John, p. 15)

John described this particular political decision, how he felt about it, what he did to

Immersion Kindergarten Program, is instructive:

There was one circumstance, a few years back, with the French Immersion
Program. We had a number of trustees who wanted to pull the plug on French
Immersion at the Kindergarten level, mainly from a point of view of finance and the
fact that a number of our students were [non-resident] students. They wanted to
pull the plug at our last meeting in June, which is the fourth Tuesday in June, and
discontinue the program. I indicated to the Board that I was really opposed to that
from the point of view that we had the registration for the program. We had the
budget in place. We had told everybody that it was going and to do it at that point
in time was really a bad move and shouldn't be done. But, nonetheless, the Board
said, the vote went 3-2. It was a split Board, and all of a sudden, we were left
without a !Cind:rgaomn program for the next year. The Board then left it with me to
make it happen. So, I determined that the best thing to do would be to call all of the
parents together, explain to them what the decision was, explain to them the reasons
that the Board had used in making it, and to ask for their help in finding a way in
which I could accomplish this. I called a meeting the very next day. This was June
24th and school was ending in a few days. All the parents came out and shot me to
pieces! They just leveled me off, the spokesman of the Board here! There was
nothing I could do that was right! (John, pp. 14-15)

Knowing the decision made by the Board was the wrong one for the wrong reasons, John
nonetheless demonstrated loyalty to the Board by attempting to implement the decision.
Taking the brunt of the parents' anger, John remained "cool” throughout the parent
meeting, and focused on the goal of the meeting. When asked how he felt and what he did
at the meeting, John commented,

I'm the kind of a guy that I can stay pretty cool under those situations. People can
fire and pepper away at me, and call me dirty names, and [ don't get excited. I just
simply focus on the goal that's to be there, ask them for their assistance, apologize
recommended to the contrary. I thought that's simply going to add to the fire. The
end result of that meeting was the parents weren't satisfied with the fact that [
couldn't change the decision and felt that they wanted to talk 10 the Board directly.
So, 11 ﬁxlmﬂ;ﬁ&gﬂmﬂmmv&aﬂﬁﬂum&d
days. Board convened another meeting then within a couple of days and met
with the parents and then the Board caught hell! Then, the Board reinstated
Kindergarten. That's how we did it. (John, p. 16)
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By focusing on the reasons for the Board decision, not indicating to the parents that
he advised the Board to the contrary in this matter, and by indicating the Board reserved the
ultimate authority in decision-making, John was successfully able to assist the parents in

determining a course of action which would allow them to address their concems directly to

obtaining that reversal, John experienced a professional and political conflict. The
successful resolution of the conflict was evidenced in the reintroduction of the French
Immersion Kindergarten program and by the fact that, in John's perception, he has "no
problem in talking to those people today!" (John, p. 15).

In further discussions about the topic of French Immersion Kindergarten
Programming and the highly political nature of the advocacy groups for that program, John
recognized the pressure tactics used to seek political ends by a particular group:

I think a big par of the conflict comes from the fact that the [advocacy group] has
as one dimension of their organization, active lobbying as a technique. They train
their members how to be active lobbyists and this is one of the things you get from
that parent group that you don't get from others. Consequently, you get groups
coming into school Board meetin ncnvely lobbying and putting a lot of pressure
on. That's a dimension that you don't see in other areas and we have an advisory
group. We've invited them to sit in on it. We instruct wncnpﬂsmesnbhsh
good relationships with this parent body as with others reﬂlylfy to rise
above it. We say, "Look, we're going to do a good job. We're going to try to set
our objectives. Weregmngmﬁ‘ytowcrkmthebenmmm yuul'chllth’en
Were going to do it within the constraints that we have. We're going to invite you
to talk about it. But, in the end, we can only do what we can do. We need your
support. We don't want you in the community saying that what is happening isn't
good enough. What you're going to do is frighten other parents from getting into
the program. !fyounlw:ysnlklbmtdiene;mveundympum French

ion as & program with problems all the time, then u're really going to
wnﬁmﬂmduﬂvmugeofme Let's start to talk about some of th
strengths.” We have some degree of cooperation, but there is the lobbying
mentality. (John, p. 16)

John's comments indicated he recognized the effect of lobby groups on the decision-
making process and that he placed a value on correctly and properly dealing with those
groups. Secondly, by focusing on the education of children as the prima facie concem of
faced by his school jurisdiction, and by emphasizing strengths rather than weaknesses,




John indicated some degree of cooperation was achieved between the school system and
the lobby group. John also indicated that experiencing pressure from these groups was not
pleasant and groups which focus on negatives can have far-reaching consequences:
Parents unfortunately don't understand the problems of dwelling only on the
negative. The negative becomes the whole picture. And, the truth of the marter is
the negative is only a small part of the picture. Even with the French Immersion
program, we have a very strong program. (John, p. 16)
A close analysis of the French Immersion Kindergarten issue provided more clues
as to John's preferred styles of operating, particularly in a confrontational situation. In the
meeting held with parents to discuss the former issue, John was fully prepared to advance

the position held by the Bozrd. Parents, as he stated, "leveled him off™ as the Board

to explore options, to emphasize strengths rather than weaknesses, to accept majority
decisions made by the Board as binding and deserving of support even if the decisions
were ones with which he disagreed, to communicate reasons to the stakeholders for those
decisions while remaining silent on his own opinions 10 the contrary, to establish and
maintain effective relationships with advocacy groups, and to emphasize, above all else,
working in the best interests of children subject to recognizable constraints. Through these
strategies, he was able to directly and indirectly communicate his values to others. Itis
important to note these values were communicated less by direct statements about his

values and more by behaviours which demonstrated those values 10 others. Walking the

Noting he has not had the experience of complying with a direction with which he
fundamentally disagreed, he clearly indicated that should such an occasion arise, he was
prepared to work hard to change that direction within the appropriate political context.
Should he be unable to effect that change, he stated he was prepared 10 look for another job
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In the political context in which he worked, George adopted the role of teacher to a
significant degree in his interactions with the Board of Trustees. Believing trustees had to
be educated on the various issues the system was facing, George sought to offer a balanced
view on issues to the trustees.

His mission to be an educator, in a very broad sense, prompted him to act in this
capacity with his Board of Trustees because he felt an obligation to "educate” them on
ented, "For that

issues which ﬁquired a pmfessi@nal educator’s point of view. He comm

“This is what | think is a p,mf:ssional look at an issue’™ (George p. 2). In discussing how

applied his “teacher” views to this political conundrum. Knowing the Board felt compelled
to support the position held by the provincial trustees’ association, George nonetheless
emphasized there was another issue to be considered. In preparing the Board for the
annual trustees’ convention, at which time the private schools issue would be debated by
the assembly, George outlined how he would attempt to inform trustees of the broader
This morning I did a series of ASBA resolutions and they have a variety of issues.

What do you think of private schooling fﬁeuwle" The ASBA has a continuing
policy statement that says private schools are 8 NO-NO and I point out %0 our

trustees that they may be a NO-NO to the ASBA but they are provincial policy. The

province is ¢ » [ think, 10 increased aid to private schools. So I want them

mmmm:m:ﬂamm@ ivate schools issue. The one that

people are writing to the ASBA sayin ou must stop that”, and the other, the

province saying, “We think we should have private sch s because if we don't,
‘!lhlvenmmdnmpeoplgmﬂidmm:fmdpmgderm With

private schools, under some sort of provinci

an opportunity for them to influence the schools. (George, pp. 2-3)

George chose t0 view the issue in a very broad context characterized by society's
desire to exercise private choice in schooling at public expense. He summed up his

nfumymleind ¥g to trusices, and coming back 10 the issue of privae

1 say to them, * e are two sides to this question: The ASBA has

cy or guidelines, there's more of
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one bias, the provincial government has another. But, at least, be aware.” 1

suppose that's bringing my values and what I think | am and my role is, [ think, to

make them better trustees, to make them well-educated representatives of the
educational community so that when they go talking about issues, they are aware

that most of them have two sides. (George, p. 3)

This summary included George's view that issues rarely have only two sides about which
trustees must be aware, although he stated, "I don't know that they necessarily appreciate
that" (George, p. 4). He took the same stance with trustee candidates:

In talking to trustee candidates for the election that's coming up, and several of

them have called, I've said to them, that one of my roles is 10 make you informed,

to make it possible for you to be informed on the issues that confront us as a school
system. [don't think that they need to do a great deal of homework when I can dig

this information out for them probably fairly quickly. (George, p. 4)

The discussion about private schools indicated George was prepared to advocate an
educational perspective which was different from the political view held by the provincial
trustees’ association-- a view his Board felt compelled to support.

Since George viewed issues as multi-faceted, he sought to make trusiees aware of
the diverse interests behind each issue by using approaches which could be described as
developmental, guiding, and supportive. While he adopted a similar approach with
teachers and school principals, George was somewhat uncertain of the degree to which
these groups were appreciative of his efforts. However, George noted his Board was very
supportive of actions in this regard and encouraged him to work in a facilitative capacity
rather than forcing him to control the educational process through directive means.

George's commitment to provide trustees with information was evident in the
proactive stance he adopted in meeting with candidates for the trustee elections being held
within a month of the interview. For George, the proactive stance would not only allow
trustee candidates to speak knowledgeably about issues confronting the system. The

expected during the election campaign. George also felt the information
offered out of a sincere atiempt to deal with issues in a rational way and 10 creste a foeling
of openness in the minds of the trustee candidates. However, he also admined, in a joking
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fashion, that there was also a self-serving reason behind the pre-election information
meetings: [t made his job easier. Knowledge was also used to facilitate the development of
pride in the system and the results the system in general, and its teachers in particular, were
achieving.

Beyond these reasons, George also felt information could be used to counteract the
issue of personalities which came into play both at Board meetings and in dealing with the
public at large. Feeling issues could be better debated when the personalities of the
individuals were minimized, George emphasized his job was to achieve a better
understanding of the issues involved. Believing one of his primary tasks was to maintain
harmonious relationships, George took steps ranging from mildly informal to significantly
intrusive in order to get people talking to each other so that, once again, the focus could be
on the debate, understanding, and resolution of other issues. Notwithstanding George's

with the superintendent, potentially leading to the early departure of the superintendent.
However, George sought to remain unaligned in these disputes and not to leave, as he
stated, "footprints in the snow" (George, p. 10). Believing also that individual disputes
were situationally and contextually based, George sought to be aware of these variables and
to take these into consideration as he moved to reestablish harmonious relationships among
the parties involved.

Survival as superintendent was a critical value for George given that he was
dismissed from the superintendency in a school jurisdiction in a different province. Asa
consequence of that experience, George developed a "law” for himself, which essentially
required him never 1o be fired again. However, he indicated his beliefs in the primacy of
they were in his previous superiniendencies. In a very pragmatic sense, George believed
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early on with issues, but also in ensuring he continued as superintendent. Practicing this

belief not only gave the appearance of knowing what is happening and predicting what

on "top of things", heading off problems before they became problems.

While George did not view himself as a controlling person, he recognized
circumstances in the provincial funding of education were conspiring to produce an
increased amount of control on education. Aware of the high cost of maintaining a lower
pupil-teacher ratio, George noted discretionary spending was largely tied to the district
pupil-teacher ratio and, if changes were necessary to save substantial amounts of money,
changes would have to occur in this area. Thus, control took on the dimension of reducing
expectations and communicating an awareness of the constrained ability of the district and

the taxpayers to meet expectations. George's emphasis on providing information,

and his administrative team had developed to convey the message to the teaching staff.
Undoubtedly, a similar strategy would be used when and if the need for public meetings on
this issue became apparent.

Due to changing times and circumstances, particularly in the financial area, George
believed strongly in seeking out creative ways to maximally achieve priorities within the
constraints of available funds. George also felt he should be held accountable for achieving
priorities established by the Board and that this accountability should be reflected in his
annual evaluation. However, George was also cautious in the new political environment
created by the clection of a new Board. This caution was reflected in desermining with the
new Board, as soon as possible after the election, if the identified priorities were indeed
representative of the wishes of the new Board.

Goorge believed the trust the Board had shown in his ability o identify appropriate




organization" (George, p. 41) in earning this trust. In a philosophical sense, the value
placed on trust could be arttributed more to consequentialism and pragmatism than to deeply
held principles. This conclusion is based on George's comments that trust and no secrets
provide the best possible educational services to students.

Feedback George obtained from trustees as they completed his annual evaluations

led him to believe trustees were satisfied with the openness and trust he was demonstrating.
Noting trustees found it dull to be a trustee in his jurisdiction because all necessary
information was provided to the Board, George felt he had considerable discretion in
choosing appropriate ends and means. Trustees who insisted that he be highly visible in
the school jurisdiction upon his commencement of employment found he could now spend
his time more valuably in other critical areas. To achieve these more important tasks,
George spent time in developing and implementing organizational structures, working with
people, instilling a sense of pride in employees and the community in the school system,
and a developing and articulating a focus for the school system which emphasized learning
and teaching.

In relation to political concems, George believed problems, even small ones, must
problem which occurred because he disagreed with the Board's decision, George felt

wrong. Adopting a "We" stance as opposed 10 a "They" stance, George felt the decision
must be supported in tangible ways and, while sabotaging the effectiveness of the decision
was possible for him as superintendent, sabotage was improbable since he feit a
commitment 10 support the Board. In addition, because George believed the Board
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represented the community, the wishes of the community, in some decisions, must be
respected.
George ulso believed that while the Board shaped priorities for the school system, it

was his obligation to develop priorities for himself with respect to a:ecamp!ishing ends by

with issues, George was not about to disabuse this trust. Feedback from the Board was
also very important to George in shaping priorities and in confirming mutual commitment.
Finally, George belicved that if the public was happy, the Board was happy as well.
Accordingly, George worked to keep the Board happy by achieving what the Board, after
securing public input, believed to be important.
Thomas

Thomas indicated that while he had worked extremely hard to establish a good
relationship with the public system after the inception of his school district, he found the
relationship had deteriorated in recent times and had reached the point where conflict was
occurring. That the conflict could be attributed to the collision of the variety of interests
among the multiple parties involved is a truism. Morgan (1986) presented an analysis of
the nature of conflict which helps to understand the fundamental issues involved in

Conflict may be personal, interpersonal, or between rival grou or coalitions. It

may be built into organizational structures, roles, nﬂtu:les stereotypes, or arise
m;m of resources. It may be explicit or overt. \mesmln:l

the form it takes, its source rests in some perceived or real divergence of
!IIIEESB. (p. 155)

Thomas' actions in attempting to resolve the conflict are illustrative of a value base
the right thing to do. However, Thomas demonstrated a belief that the
parties had 10 be considered in his actions. In reflecting upon his covert i
oswensibly neutral in the issue, Thomas admitsed his involvement was grester than he had




planned it to be. While Thomas had hoped to resolve the issue by remaining neutral and

avoiding direct confrontation with the public school district and Department of Education

greater than that accruing from becoming more actively involved. Thomas found avoidance
to be unacceptable.

Thomas was fully aware of the competing interests which underpinned this conflict.
Prime among these were financial interests which had to be counterbalanced against the
fundamental rights of access of Catholic parents to a Catholic education for their children.
By working quietly behind the scenes with the Catholic parent groups and his Board,
Thomas felt he could simultaneously facilitate the wishes of the parents and respect the

he wanted greater collaboration and accommodation rather than competition and
compromise.

Thomas thought the actions taken by officials in the public school system were far
more representative of competition, and the misinformation provided to the Catholic parents
by the public school system regarding the financial costs of maintaining the tuition

greement forced Thomas to take a more active involvement in the issue. By providing
"correct” information to the parents, Thomas strengthened the parents’ case and
demonstrated a greater commitment to his "bottom line" values of educating Catholic
:n:lenu. While Thomas wanted to preserve a working relationship with the public school

district, the relationships between what parents were desiring and his fundamental beliefs
diametrically opposed to those Thomas held. In relation 10 the former, parents wanted
guaranteed access for their children 10 a Catholic education, which Thomas fully supporsed.

requesting that the public system continue 1o finance the atiendance of their children in
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Thomas' school district. Thirdly, the parents were prepared to form their own separate
school districts and seek amalgamation with Thomas' school district as the most direct
means to achieve their first and foremost end. In this regard however, the parents were
less concerned with appearing to be self-serving than Thomas.

In regard to those concems diametrically opposed to Thomas', perhaps none was
so obvious as resorting to unacceptable means to achieve unacceptable ends. The actions
of the public school district in providing misinformation to parents was one such example.
In addition, as Thomas noted. senior officials in the Department of Education were not as
concerned with ethics, doing the right thing, as was Thomas. The education of children
seemned to be the least of the concerns of parties involved in the dispute.

Thomas' responses to resolving these multiple concerns were indicative of his

strong desire for integrity, honesty, respect for the situations in which others found

for the rights of children in general and Catholic children in particular, to a quality

education.

Peter

In making decisions, Peter placed significant importance on acquiring facts,

relevant information, input from others, and following the basic tenets of the Catholic faith

in general and the Gospel in particular. He viewed the religious base of his decision-

making as an assumption and implied that it was evident in all of the decisions he made.

He felt strongly that it would be wrong 10 expect others in the school syssem 10 follow the

three C's of Catholic education (i.e., Caring, Compassion, and Christianity) when he did

did they reflect biases insiead of respect for the common good; and were they unfair?
ideration of individual circumstances rather than

assuming all had 10 be treated the same.



A number of Peter's fundamental beliefs were founded in religion, not an
unreasonable expectation given he was a superintendent in a Catholic school district. As he
stated, "In Catholic education we see things differently [because] we have a different raison
d’éire” (Peter, p. 3). This difference placed significantly different expectations on him and
the other staff members in the school system. Peter's deeply held religious convictions
caused some frustrations since, in Peter's estimation, some of the staff members did not
accept their faith’s commitment and did not act appropriately either as Catholics in particular
or as Christians in general.

His greatest concern in this area was that a number of staff members did not
actively demonstrate their faith in the education of students. This was particularly so in
seeking the agreement of staff members to accept and to achieve the mission of the school
district. However, Peter also felt performance ceserved to be recognized and that one of
his major responsibilities was helping others. Changing societal norms and values and
diminished fiscal resources were affecting, in a negative sense, the level of success Peter
felt he could have in serving others.

Despite his beliefs in openness, emnpathy, trust, and sharing, Peter was unable to go
the significant distance in allowing one group formal representation on the Board: He
remained intractable in his view that he could not advocate for formal Native representation
on the Board. While he fully respected and believed in cultural tolerance and the in‘~gration
of Natives within the school system, he believed the prevailing community norms
precluded formal voting representation on the Board for the Native stakeholders in his
school system. In an attempt to mollify the concerns of the Native group, input was sought

sought to maintain the status quo

policy issues involving multiple segments of the educatic
in regard 10 power and authority. His view in this instance may be partially attributed 0 his
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belicf in leadership: Leadership can be exercised only if others are prepared to allow it to
be exercised.

Peter steadfastly maintained his belief in the dignity and worth of all. However, the
varying expectations of society for the education system, and the sacrosanct nature of these
expectations placed unprecedented demands upon the system to deliver. As a consequence
of the constraints of plurality, individualism over the collective good, a reluctance to
change, to adapt and to make the best use of resources, and the conservative and liberal
traditions within the Catholic community, Peter was increasingly called upon to argue that
education can and does make a difference and that the arguments of constraints must be
viewed as a challenge to seck more desirable options.

Consensus was very important for Peter. He preferred to work out differences of
opinion at the Board table and sought to ensure that the opinions of others were listened to
and respected. He recognized single-issue trustees are blinded by their own agenda but that
they are often moved to view a broader picture because of the magnitude of the issues
facing the Board. Thus, individual concerns soon paled in relation to those affecting the
Board as a whole.

The Interpretive Context

in making decisions by involving them directly in planning, gathering information, and
recommending courses of action to be taken. Using such a strategy was as important as the
recommendation itself since the strategy involved values such as collaboration,
consultation, respect for the values and positions of others, trust, individual freedom, and
the common good.

Process represented the manner in which people were brought together to handle
problems and to determine courses of action. For the superintendents, process represented
the way in which changes were discussed and implemented such that commitment rather
than compliance characterized the implementation of changes. That is not 10 say, however,




these superintendents removed themselves from the decision process to the point where
neither their own nor the organization's values were not taken into consideration in that
process. In all but one interview, superintendents commented they reserved unto
themselves final decision-making authority although this was exercised only when
decisions made by others were not made in the best interests of students, were outside of
policy, were contrary to the mission and priorities of the school system, or did not reflect
the basic tenets of human dignity. Of course, the Board could supersede the
superintendent’s authority in any and all matters and could and did, for example, in John's
story, make a decision not in the best interests of children (e.g., the arbitrary cancellaticn of
the French Immersion Kindergarten program), but in terms of their own political interests.
Thus, an effective balance had to be achieved between process--involving others
and reconciling diverse interests--with the need to make decisions. In other words, form

could not dictate function or substance. By focusing on the "business” of the organization
these superintendents showed how both form and substance worked together 10 the benefit
of the students, those who serve the students, and the parents of the students.

The literature showed the necessity of achieving consensus and common direction
for school systems such that a belief structure could govern the actions of all participants
rather than having actions governed by authoritarian or autocratic means. A crucial element
in establishing and maintaining this belief process is the concept of trust. Trust was

others, and a belief by the leader in the ability of others to act autonomously and correctly.
Ethical standards forged the link between what the superintendents wanted for their school
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Agreements had to be made not only with external groups; they also must be made
between the superintendent and the body to which the superintendent reports. The integrity

formed by the actions of the Board. Political leadership exercised by the Board, in some
instances, was top-down as opposed to the desired bottom-up political leadership typically
exercised by the superintendent. In effect, the Board's leadership could be considered as
directive, and substance won out over process. Notwithstanding the superintendent's
fundamer.tal values, two choices had to be made: Conply with the Board's decision or

make a decision to work elsewhere,

commitments from others as to courses of action--in the educational system. While the
agreement process is important, the leadership behaviour of the superiniendents in that
process becomes far more important, since this behaviour is predicated upon inegrity.
Summary

In seeking agreements on issues, superintendents paid due and careful
consideration to both process and substance. Process was extremely important since it was
through formal and informal mechanisms that others were encouraged and solicited 10 offer
their input into the final decision-making which would resolve an issue. However, during
the process phase of building agreements, it is critical to note that none of the
superintendents ever lost sight of the necessary objective--the substance--inherent in issue
resolution.

Elements of character emerged from the superintendents’ discussions in this vital
accordance with one's beliefs--emerged as critically important 10 these individuals.
Inherent in this notion of integrity were the values of honesty, opeaness, trust in others 0




perform to the best of their ability in accordance with commonly held goals and beliefs,
respect for the opinions of others, ethical standards--particularly in light of the impact of
decisions and process on others--representing what the superintendents wanted for their
organizations consistent with their own beliefs, and a fundamental belief in the purpose of
and for the organization.

Second, in dealings with the Board, superintendents remarked frequently on
exercising informal influence with individual trustees on critical issues and used their
relationship with trustees to seek agreement on specific courses of action. In this context,
the degree of trust placed by individual trustees and the Board in the superintendent was
seen to be the most critical variable in achieving consensus on issues. This trust was
obtained through practicing the values inherent in the superintendent’s integrity. This is not
to say, however, that the superintendent always achieved agreement with the Board. This
was made especially clear in the stories of George, John, Henry, James, and Luke. These
superintendents took a stand and advocated their own beliefs with varying degrees of
success. However, rather than viewing the absence of a formal agreement as a loss of
prestige, power, or position, the superintendents took the directions given them by the
Board and reconciled the direction with their own consciences and the agreement implicit in
their employment with the Board. As John commented, the Board has a right 10 expect the
superintendent will demonstrate loyalty in carrying out a Board decisions even if the
superintendent may disagree with the decision. The superintendent, on the other hand,
agrees to demonstrate this loyalty.

Third, while consensus was important to every superintendent partici
study, no superintendent was prepared to tolerate lack of consensus as an excuse for not
making a decision. Further, if the consensus reached was believed to be in marked
opposition 10 the best interests of students, invariably defined in the mind of the
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value base was reflected in making decisions when consensus could not be reached.

this sense, they felt they were fully accountable for decisions made in all aspects of the
school system and were not prepared to see either students or the financial viability of the
district jeopardized in any way. Self-interest was often viewed as the demon to be
confronted in these instances.

Theme Four: Power, Authority, Relationships, and Decision-making.
Introduction

Traditionally, power has been viewed in a very negative context, since power
usually involves directing others to undertake certain actions, achieve specific results, or

demonstrate some allegiance to a particular philosophy. Use of power implies the direct

accomplish other ends deemed appropriate for the organization. In short, power, in these
examples, is used to direct people. The following excerpts from the superintendents’

power and authority to accomplish particular ends. Influence may also be viewed a3
directive authority, since actions taken by others are reflective of the influence exerted by
superintendents. In addition, power and authority were invariably tempered by some
fundamental values which determined what and how power and authority would be used.
Luke

In a story Luke related about a teacher with multiple sclerosis, he experienced a
significant moral dilemma which could be characterized as doing what is best for students
while simultaneously doing what is right for the individual: "I think you run into some
situations where you feel bad when people aren't successful. You know, you have t0 let
demanded accountability from each of its employees, and Luke was responsible for




"It's important for teachers [to look after themselves too], but I don't think the focus
should be what's best for teachers; it has to be what's best for kids. You hold teachers
being able to do their jobs by being considerate of them as well. But, the focus for
education has to be on the students when they're here on the job" (Luke, pp. 9-10). On the
other hand, Luke commented that he "had to be a caregiver to [teachers] and to be helpful to
them and what have you. It's tough” (Luke, p. 23)!

With these fundamental views in mind, the actions Luke took to resolve the case of
the teacher with MS were instructive. Through creative integration, Luke was able to
provide an acceptable and desirable option for the individual teacher while preserving and
protecting the interests of the clients of the school system.

I had a young teacher who has MS now, and her condition . . . deteriorated. .

She was off for a while, and she was missing a lot of schenl 0 parents were after

me. This was grade one. So they were not happy, nndyoug:unﬂmatissueof

what's right, and [ knew what was right for the kids: that she shouldn't be there.

(Luke, p. 23)

\WuleLul:erempn;eﬂﬂmmw-snom;htfonhumhermbtmmupdem
He was successful:

We managed to find a situation for her for last year. We accommodasted her; we

allowed her %onn [rehabilitative employment] where you work half time and you

still collect for half time. We put her in a situation where she didn't have a

home room . . . and even that wasn't working out. . . . I thought [ was going to
hmmdulmmﬂmhefﬁedieendufmeyw and then she and her husband

looked at getting into another . . . business. . . . She's now taken a leave of
gm‘;ﬂ;)u;mrmhapngﬂm:mmnm;mbmthﬂm
(Luke, p

Luke felt the issue was a moral dilemma in which he was forced to make choices
posentially having a negative effect upon either the individual seacher or the children she
wnmmbhfarmhmg hngﬁndmmlummmesmnmmnﬂeu

m;mmmmmummmmm sideration
As Luke said, "You have 10 do [what is best for students]. But I still think you try 10 do it
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without--I think you still try to be considerate of the individual as much as you can be"
(Luke, p. 24).

Despite a perception of non-interference and non-pressure by the Board in resolving
the issue, Luke knew the actions he would take would be scrutinized by the Board.
Ultimately, the involvement of the Board in granting a leave of absence to the teacher
served both to inform the Board of alternatives which had been examined and to involve
them in making a decision which had significant implications for the school system. Luke
identified a strong reliance on the basic values to which he ascribed and represented in a
Catholic context: "There is a strong spiritual base to those [decisions), but I guess, in
terms of how [ want to be treated and how [ want to treat other people, and they go back to
the whole business of integrity and honesty and fairness and compassion” (Luke, p. 25).

Luke believed his past experiences in progressively responsible administrative
positions and his lengthy experience as superintendent provided him with the ability to
effectively and judiciously use the power and authority accruing to his position: "You leamn

While he recognized trusting others to do the right things, involving others in
decision-making, and operating from a common focus were consistent with his stated
values of faimess, integrity, honesty, and a desire to treat others as he would like 10 be
treated, as superintendent he was ultimately responsible for the operation of the school
system. This view carried with it a concomitant responsibility to take a stand when
circumstances required the use of power and authority: "Sometime
people, [This is the way it has to be]', I think, because there's certainly values and

£s, you have 10 say 0

principles you're not going 10 give up” (Luke, p. 23).
comes down 0 a situation of what's better for teachers or what's better for kids, there's no



compromise there [because] | will take what's better for kids every time" (Luke, p. 25).
Notwithstanding his desire to always administer the system in accordance with those
values, he was prepared to veto initiatives if he felt they were contrary to the collective
good and representative of self-interest. This was particularly evident in the actions Luke
undertook in dealing with the high school's request for additional staffing.

In a time of fiscal restraint, Luke recognized reductions in overall levels of staffing
in the school system would have to occur. However, he also recognized these reductions
had o be taken in such a way as to minimize negative effects to individuals, By involving
others in the decision-making process and by talking directly to those affected, Luke felt he
was able to balance caring and compassion with the pragmatic realities faced by the school
jurisdiction. Luke also believed shared decisions are the best decisions and he
demonstrated his philosophy in the staff reduction issue, in the negotiations with the
support staff union, in the development of the mission statement for the school system, and
of a memter of the

in discussions with and actions taken when the performanc
administrative team was not satisfactory. The last issue is instructive.

Over a period of time, Luke attempted to point the individual in the right direction.
In a pragmatic sense, Luke

[was]willing to overlook [some things] in consideration of what he did financially

for the school district, because we were able to put money away in our resources,

mﬂwewereﬂwnynngmdﬁﬂmx ition in this school district, so I very
muc ed his knowledge and skills and abilities in those areas, because

thmé were nnt my strengths. (Luke p. 36)

However, pragmatism soon paled as a rationale for retaining this person on staff and Luke
was compelied to use power and authority to achieve a resolution of the issue:

He was aware of his own shorticomings. When we talked about that, it wasn't that
he denied them; he was aware of them. But it didn't create any conflict. There
mm%lﬁmmmﬂmmﬂﬂgmm&
made. Ahﬂnmnxwujmhnmﬂhmmm;sm to be and
lhl;éﬂ)flllt He didn't really look at the facts or look at the . (Luke,
P
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In his role he was dealing an awful lot with the public and parents in particular, and
transportation issues. Idon't think he was really looking at the child’s situation or
looking at parent concemns really sensitively. (Luke, p. 36)

Over the course of time, Luke began to feel the effect of the administrator's
decision-making style as Luke was the primary person to whom complaints were directed.
The Board, t00, became aware of the difficulties being caused by the administrator and
reflected these concerns when the superintendent involved the Board directly in the
administrator's performance evaluation:

(He left the district but] he was not forced to leave. I think he just found the job 100

demanding and just decided--well, he also wanted to take a year off and go back

and study, and had asked for a leave of absence. He actually asked for a sabbatical.

But the Board stuck by its guns and said no. They said this was a most ,

inappropriate time, and then he came back and asked for a leave of absence without

pay, and the Board granted it. (Luke, p. 37)

Leonard

A recurring area of emphasis throughout Leonard's story was the responsibility
which had 10 be assumed with the authority and power vested in tie superintendent. Early
in his story, Leonard commented upon the degree 1o which he felt this responsibility and
the degree to which others expected him to assume it as well:

The bottom line happens when you're the. superintendent, probably a little bit akin

to & principal where you're given a lot of autonomy. Once you get into Central

Office an r&@u‘m an Assistant Superintendent, you're working closely with the

superintendent, but the superintendent is the one who takes the heat. (Leonard,

P-4
In a manner very similar to that expressed by George, Leonard chose 1o handle this bottom
line responsibility by adopting a very positive philosophy and having a primary focus on
good things:

I guess my perspective is being very positive; it always has been. I look on the

positive-type thmg s. That doesn't mean that | ignore the other, but there are a lot of

eople in this world that are quite negative. My primary focus is good . . . and |
don't like being around negative people 100 much. I don't like 10 spend very much

time with them. The focus is on positive; being proactive; making things ha

how do we move things along? If we've got a problem, how can we resolve it 10

However, the people must see the positive attitude in practice as opposed 10 only hearing it
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"mouthed” by the superintendent. In this sense, Leonard used his power to influence
others such that they too adopted attitudes focusing on doing good and resolving issues.
Perhaps because he felt a great deal of responsibility in exercising his power and
authority, and because his focus was on the good, Leonard was not uncomfortable with the
power and authority vested in his position. More importanty, Leonard indicated he did not
have to use legitimate authority or power to achieve ends:
I don't think I've ever had to use power. When you look back at it, and I'm
looking back throughout my career, it's been more through discussion with people,
working out things that would be effective that would help the organization and
would also help them. I think of the number of teachers that we've terminated,
because that can be a very traumatic type of thing, and irg;y experience, | have

always had a situation where the person has felt fairly good about what's happened.

Basically, le don't want to work where they're uncomfortable and unhappy.

If you at it from their perspective, when it comes down to the final
business of having to terminate someone, they're most unhappy with what's
happened and their situation. Whether it is they can't handle the kids in the
classroom or the problems that they've got with other staff members or with the
administration, they're looking at trying to have an honorable way out as well. So
moviniin that direction hasn't been a power base, although I could certainly just
move that they be terminated, and then do it. (Leonard, pp. 26-27)

Rather than using power to achieve a specific end, Leonard was very conscious of the
means by which the end was obtained. In this sense, he was careful to actively consider
the position of the other individual while simultaneously keeping the substance of the issue
first and foremost in the discussions. Just as importantly, in making decisions which could
have a negative effect upon others, or when rectifying a mistake made by others, Leonard
was conscious of maintaining the dignity of the other individual:
I think, whether that's a decision that a principal's made that's wmnﬁ{-yuu still
maintain their dignity. You talk about those things and the support that you have
support in terms of those areas. (Leonard, pp. 28-28)
and directions reflected, 10 a large extent, the values of both those who made up the system
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[Balancing the demands for the involvement of others in decision making while
being expected by the Board to retain some control over the school system is
achieved by] clearly establishing what you want to do through the planning process
and cooperatively doing that, and having the leadership to fulfill that. Maybe, it is
being able to present the reasons why we do certain things or why it's necessary to
do things. I think if people can see the bottom line being on these decisions that
that's what's best for kids as your thrust, then that's what you do. And even not
being able to put a counselor in or not being able to put an assistant principal, one
may argue, "Well, that would be a lot better for kids,” but in terms of fiscal

money into a vice-principalship, and you have to talk to people about that; you have
to say, "This is a concern that I've got. How do you feel about it?" Generally, I've
always found that they've said, "Yes. While we would really like to have this, and
we know that other school jurisdictions have these things and so on, you're right;
in terms of our situation it's the best.” (Leonard, p. 28) )

Constraints placed on the system by inadequate resources were overcome by commonly
held beliefs, complemented by facts, logic, and shared discussions: "I see working with
staff, I see working with administrators planning for moving our system ahead, working
with trustees and that, great in that regard” (Leonard, p. 30).

Fiscal circumstances in his district prompted Leonard and the Board to examine
expenditures in light of established priorities, values, and goals. In this sense, caretaking
staff in the district were identified as a potential cost-saving, particularly if contract rather
than salaried caretakers were used. Leonard knew this decision would have a pronounced
negative effect upon the lives of those individuals:

Yes, [we're forced into making difficult choices]. Like contract caretaking for

instance. The process, and I'm sure we'll get into it, is going to be least satisfying,

where you've got g;olple that have worked for 20 years in this system as caretakers
and taken a great deal of pride in what they've done and felt--because we've made
them feel--a very important part of our operation, and the support staff are every bit
as important in terms of this whole operation, and yet we're likely going to be
sclecting an area like that and saying, "We're going to now cut you from our

operation.” (Leonard, pp. 30-31)

Notwithstanding Leonard's concem for these individuals as individuals, he was

prepared to make decisions to ensure the financial viability of the district and its ability 10
offer services to students: "It comes down to a matter of priorities, saying that our feelings
While we're very concerned generally with all of our people, when it comes right down to
the crunch, we're going to make sure the classroom situation for kids is still kept as our



priority” (Leonard, pp. 31-32). This view was the source of power and authority for
decision-making in the system.

Not only did Leonard see the advantage of using common goals as the basis for
decisions, he also spoke of the desirability of maintaining relationships with others both
inside and outside the school system. His previous comments indicated his belief in
maintaining the dignity of others when disciplining, correcting, or ensuring the focus of the
system is maintained. Other comments, particularly in regard to relationships with trustees,
also showed the importance of those relationships when decisions had to be made:

I have an excellent relationship with the trustees one-on-one, as they'll often drop in
and talk to me one-on-one about different issues and so on, Or at the Board
meetings, making sure that they've got clear recommendations. I always give them
recommendations, absolutely, on every issue, with enough background information
and then discussion of those things. !?Lhcy‘ie real heavy items, we have planning
sessions or retreats to make sure that people really understand what we're talking
about. The building of consensus is done through information, through looking at
alternatives, through selecting alternatives that are the best and Pﬂﬂﬂ:ﬁ ,
background so that people understand. Often people will say, "We really don't
have a choice in this matter.” (Leonard, p. 35)

Leonard explicitly mentioned other crucial elements in his relationships with
trustees and others--trust, competence, and credibility rather than power of position:

[Relationships are] very important, yes. I find, whether it's working with teachers
or administrators or trustees, that you have 1o have a relationship based on trust,
competence, and I think often as an administrator, and this gets back 1o the power
question, people have to view you as competent; you're able to do your job well;
you're respected because of your competence. Your power base then comes from
competence, not from the position you hold. I think if you ever had to say,
"Because I'm superintendent, you're going to do it", I think you're a loser.
(Leonard, p. 36)
The importance of trust was emphasized in another section of the interview:
And trust, you bet. So you nave to make sure that you always are cognizant of that
and that you don't do things that would compromise that. [ think if you start
compromising, that kind of thing, and playing games, I think you're really in
trouble. (Leonard, p. 36)
The overall importance of trust was reflected in Leonard’s comments sbout
reorganizing the schools. Trust was built through the discussion process for the issue and
through maintaining a focus on the substance of the issue: Providing a better quality of
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education for students. Leonard felt sincerity was a crucial element in the resolution of the
issue:

I'think you have to be really careful in your important 1ssues that are controversial
and so on, that you get input, that you listen to people affected before those
decisions are made. | think where you run into trouble is where you decide
something and you go ahead and do it without getting input, without tak - the ‘1me
to do those things. (Leonard, pp. 37-38)

He was also very clear that in the process of securing input from those affected by
crucial issues, the appearance of going through the motions or “playing games” must not be
conveyed to others:

I think you have to be sincere. I think you have to say, even in that situation where
I was convinced that was the best way to go, but that didn't mean that we would
necessarily go. I've been convinced cenain directions are right, but if your people
aren’t ready to move on it, maybe you have to wait a year. (Leonard, p. 38)

Leonard effectively summarized the imponance of his values inherent in
relationships with others and in the way in which he used power and authority. In this
excerpt, Leonard spoke of the necessity for involving others in decision-making, actively
listening to the concems of others, demonstrating faimess, credibility, objectivity, the
importance of both process and substance, and how these were scen in actions he takes:

All of the players are important and have different parts and parcels of ownership in
what's taking place, so it's important to take the time to try 1o involve them or give
them input, some input that is meaningful to them. [There is a difference between
hearing and listening] and listening is what--and I think that, again, that comes back
to relationships and credibility. I think it comes back to proving that that's the way
you are. The personal part of being superintendent is that, yes, he's willing to
listen, he's fair, he's objective, whether it's on a parent appealing something from a
certain decision from the school or whatever, that you are willing to listen; that it's
not that the principal is always right; that there can be a compromise where both
sides can be happy in terms of the particular situation. And then going out into a
process where you talk to Parent Advisory Committee members about different
things. Even with the change in schools, we talked to our Parent Advisory
Committee members before we had these other meetings. Listened to them and
talked to them about that, and explored some of the areas where we 100 have a
concern. It's not always [the positives). . . and that's why you want to show the
downsides to this. "Can you think of any other downsides than the ones that | have
presented?” Now, that gets people a little bit mad, because, you see, some peop
would rather that you just presented the positive and they could come up with all of
the reasons whz not. It's when you present the why nots as well, that you've

and, even though you've considered all of the why nots, this still seems 10 be the

right direction to go when you consider all of that. If you've taken all of their
thunder away, then they feel a little better. (Leonard, pp. 39-40)



One final value must be mentioned in light of Leonard's view of himself as
superintendent--humility. He knew he did not and could not possibly have all of the
answers to all of the questions and issues faced by the school system. Consequently, he
needed help from others in resolving issues, but that did not mean substance was neglected:

I think you have to be really careful that you don't get too caught up in that, that

can see much more clearly now from my vantage place here in this superintendent's

office, even though you may feel this way, "Hey, I'm superintendent, and I can see
it much better.” So I'm not saying that it's always that way. [ wouldn't want to get
caught up in saying that people closest to the situation can always make the best
decisions, but I certainly think that they can give you good input that you can look
at and that you can talk about and that you can weigh in terms of it, rather than

simply leaving them out of it. (Leonard, pp. 40-41)

Henry

Early in his story, Henry commented on the importance of using influence as a

source of power an noted his presence in the schools was far more important in exercising

this influence than was sitting in the office taking care of the administrative aspects of the

have your head examined. You can be more effective by being out in the schools,
interacting with your principals, visiting classrooms, communicating with trustees . . ."
(Henry, p. 7). Another source of power was quickly revealed: The mission statement
established the goals to be achieved by the system and actions taken represented the belief
that "we're not satisfied with an average school system, just getting by. dut, we have not
arrived there. It's like the sum to infinity. We're a long way from it" (Henry, p. 7).
Henry's direct involvement in developing the mission staternent was evident in his
comment that he “certainly had to initiate it and carry it through” (Henry, p. 10).

Power of influence was also used with the trustees individually and with the Board
as a whole. In one instance, Henry used his specific knowledge of a teacher’s performance
to dissuade trustees from proceeding with a termination of contract: "I had been in the
classroom. 1 had evaluated the teacher. | had evaluation reports. I had conferred with the
principal. And, I knew the case better than they did” (Henry, p. 20). Unfortunately, some
members of the Board did not view Henry's advocacy for the teacher as a case of superior



knowledge tempered by faimess. Rather, as Henry stated. "One particular trustee has said
privately to the other trustees when [ wasn't there that if [Henry| had the courage, [he'd)
fire that teacher, but he doesn't (Henry, p. 20).

In exercising his influence with the Board, Henry took care to ensure the agenda
package was extremely thorough, having each written recommendation supported by

appropriate background material. The open disclosure of information was seen not only as

p. 28)! Providing trustees with information was one tactic Henry used but this tactic was
complemented by “contact[ing] trustees by phone [and working one-on-one with trustees.
But, I fall down there, and I think that someday I might pay for that. I communicate
primarily with the Chairman"” (Henry, p. 28). Self-protection and survival caused Henry to
be extremely cautious but he recognized avoiding one particular trustee could have far
reaching repercussions, especially since that trustee was able to exercise influence over
others.

Power and authority were also used to recognize the achieve.nents of others, to
demonstrate the importance of actions taken to improve educational opportunities ("I
suppose I fancy myself as somewhat a doer, somebody who gets things accomplished,
who makes up his mind and has resolve” [Henry, p. 8]), and to build effective
relationships with others. In building these relationships with others, Henry actively
involved others in decision-making but final decisions were reserved to Henry and the
Board: "[Deciding on what not to do was done] on the basis of, finally, what I considered
most important and what the Board considered most important” (Henry, p. 12).

This view was representative of Henry's essential conception of the role he played
as superintendent. A comment made in regard to involving others in decision-making was

decide should be the answer is necessarily so. | cerainly hold important the involvement
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of others in decision-making, but I will always maintain that I am going to be the final

was provided immediately:
(I am the Chief Executive Officer] and I have to answer. I'm accountable to the
Board for the decisions. Now, that's easy to say sitting here and something isn't
facing me right now, homing right in. When it is, there's a lot more agonizing
going on inside and cross-examination and trying to second-guess everything.
(Henry, p. 25)

Despite Henry's ultimate authority in making decisions, he recognized limitations to
exercising this right. These limitations stemmed primarily from a realistic appraisal of his
situation and capabilities: "I'm still learning the tremendous multiplier effect of consulting
with others and getting their input, because we have made damnably better decisions”
(Henry, p. 24). He also recognized that "decisions that are made by myself within the
confines of these walls are very prone to being wrong. I'm getting more humble about that

and aware of that all the time" (Henry, p. 34).

messages to people in the community. In regard to principals getting out the right
messages to staff, Henry was very skeptical but he recognized his ability to control the
communication was extremely limited: "You can control [communication) in a limited way.
I seize as many opportunities as I can to present my views so, to that extent, I can control
it" (Henry, p. 14).

Henry, like other superintendents participating in this study, had to make difficult
decisions in regard to terminating employment contracts of others in the system. In these
instances, power and authority were used obtrusively. In one instance involving a senior
member of the administrative team, Henry noted the individual was no longer employed
because "we couldn't achieve those goals or recommendations [made by an evaluation
team) with him here and the Board could see it too” (Henry, p. 15). While he felt major
stress during the documentation and confrontation stages of the process, Henry believed



the stress was alleviated because, as he stated, "If you know you're right, it doesn't bother
you as much as the ambiguity of wondering if you're right” (Henry, p. 16).

However, in a second case involving a teacher who was inappropriately touching
girls, Henry moved quickly to remove the individual from stafT, so quickly in fact the
Board was not aware of the case until after it had been resolved. Again, Henry's statement
regarding the knowledge of being right represents an underlying value of using power and
authority to accomplish specific ends.

In another incident, Henry dealt aggressively with a teacher whose performance
was deemed to be unsatisfactory. Based on a judgment that the teacher’s performance
would not improve in the future and that continuing in the position would be harmful to
students, Henry moved to transfer the teacher to another school with the ultimate goal of
having the teacher resign rather than accept the transfer: "I talked him into submitting his
resignation, and I clearly manipulated him . .. . I set the situation up . . . and I transferred
him to another school" (Henry, p. 22). While Henry had empathy for the teacher
concerned because “he's a family man and his wife is working in the community” (Henry,
p. 22), he stated, "That's the best thing that could happen for our kids and for our
educational system. He had no business being in a classroom any more” (Henry, p. 22).

A fourth major incident occurred early in Henry's superintendency and the case
involved a bus driver, well connected in the community, and a long time member of staff.
Henry moved to terminate the bus driver's contract after the driver failed to obey a lawful
order of the Board but he felt very badly over the decision.

In all instances, Henry believed very strongly that his actions were based on doing
what was best and right for the students and for the organizational values held by the
system:

(Doing the right thing regarding the bus driver and the teacher, was based on

what's best for students). Yes, it has to be what is in the best interests of students,

because that's what we're here for: We're here for the best educational interests of
kids, and that's supposed to drive and guide your decisions. (Henry, p. 23)
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The latter comment was indicative of Henry's view of the importance of
relationships within the educational system. One of his early stated professional values
dealt with the impontance of helping others: "Leaving the woodpile a little higher than you
found it" (Henry, p. 5). While Henry sought to make improvements to the educational
system, he recognized the improvements and the doing had to reflect a "love of people.
You can't be in this business and not like people” (Henry, p. 9). While this principle was
important in and of itself, it was also viewed in a pragmatic sense: "I've said this to many

of my principals: "There’s no use for us to be working here if we can't get along with each

problems there. I make mistakes, and I can be brought up short about it, corrected”
(Henry, p. 17). When he had to make difficult decisions regarding the continued

of the effect on the individual. However, Henry did feel empathy for the individual's
situation, although this empathy tended to diminish if the individual chose not o
demonstrate a concomitant degree of empathy for the organization and the clients it served.

In areas in which negotiation could occur, Henry felt others had to have their say

this principle:
Even if you wind up doing what you have to do, more people at least appreciate
having been listened to and had some input. Sometimes you can arrangea
compromise that works. [ guess that's probably why I've survived, because |
portray, a sincerity and a willingness to listen and give people a chance 10 [have]
input. (Henry, p. 31)

Henry also advocated for the principle of flexibility in dealing with others. Although this

comment was made in relation to parents discussing options for their children, the comment
is also indicative of Henry's views in general:

You have 10 be flexible, and you have to undersiand other people’s points of view.
So you have 1o understand where they're coming from. We;;l)nhm:rhnlheﬂ
ymunicate. (Henry, p. 31,

for the kid, so let's sit down and co
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In discussions with others, Henry often encouraged the other party to speak first
and acknowledged that as superintendent, he did not always have to be "the first guy off
the mark and state my position” (Henry, p. 32). He too felt in these discussions that he
wanted what was best for the individual involved and not what the individual thoughi was
best. Pleasing people also motivated Henry in his relationships with others, although there
were negative consequences attached to this view since pleasing one group could
potentially alienate another: "If you settle it with one guy, and then the other guy over here
gets unhappy, you haven't solved a damned thing” (Henry, p. 33).

James

Very early in his story, James emphasized the importance of vision as a source of
power to direct educational change. This provided the overriding sense of purpose so
necessary in the school system:

The whole idea of having a vision and a mission which focus on the student is not

something that | simply articulate. [ am personally obsessed or possessed with the

notion that it's the leadership responsibility to create a vision of that, not within

himself but within the Board and with staff and the community. (James, p. 4)
Power was thus used not only in articulating a sense of purpose, but also in encouraging
others to accept the sense of purpose and vision as their own and to act on them. The
power and authority of the superintendent were to be used in supporting others in attempts
to achieve the vision and by developing an organizational plan and appropriate strategies 10
achieve the plan. This involved careful assessment of the present state of affairs and the
Acwlopment of solutions to address deficiencies.

For James, this strong sense of purpose tended to overshadow the concerns of
others and he had been criticize d for single-mindedness. Indeed, the sense of purpose was
reflected in the degree to which management systems had been developed 10 minimize the
effort required for day-to-day operations and to allow maximum effort to be devoted w0
achieving the really important goals and objectives. Sharing the vision was equased to
empowering others: "We share the vision; education for 1oday has to be as much on the



lips of our secretaries and our people in this office as it is on ours. They have to feel that
they're a part of our vision and mission as well” (James, p. 7).

The theme of single-mindedness or strong sense of purpose was again reflected in a
later section in James' story. In his discussion on changing the age of school entry for
students, James commented, "It's all tied to our end point where we're talking about our
vision. It all has to contribute to that, and it wasn't done in isolation" (James, p. 12). In
addition, James commented, "We wanted to change [some fundamental things that were
getting in the road of where we wanted to be]. We stood out on that and we took a pretty
strong position” (James, p. 12).

James' strong sense of purpose was criticized by trustee candidates in the
forthcoming election. The strong sense of purpose caused others to see him as all
powerful, particularly in his dealings with the Board:

[Some people believe that] I run the Board, so I'm viewed as--and it comes to me

directly; it comes in the literature, in the papers or something, or in a meeting--that

they view me as very powerful. They use those words--a powerful superintendent

--and I direct the Board. So I sat back, and the Board doesn't view it that way.

But on the other hand, when you look behind it, I have been behind a lot of the
decisions. (James, p. 15)

riate to assist the

At the Board level, James provided as much information as appropri
Board in making decisions. Striving to achieve an attitude of openness and trust, James
initiated a wide circulation of a publication to give trustees and others a better understanding
of issues facing the system and actions to be taken. In addition, James worked with
individual trustees through meetings and telephone conversations to “let them know about
certain things" (James, p. 28). He had multiple reasons for doing so:

We try (t0] give [trustees and others] whatever [information] we can. What's

0 us, and it doesn't matter who it is--the Board, ad ators, and so

on--I try and build trust. In other words, "We're not doing things for our gains or

1mmm.wcmuulyu'ymuosuppm1{:a" Also part of my job is 10 make the

Board look good by their decisions. sdnemﬂmlh:vebmmﬂm

develop their confidence. We have had an extremely good relationship, a trusting

relationship and a supportive relationship. (James, pp. 28-29)
On the other hand, the best of intentions can be misinterpreted and one trustee saw James'
actions as "leading the Board" (James, p. 28) and indicative of the inistration’s intent
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“to make all of the decisions for the Board" (James, p. 28). In James' words, the trustee,
in a public meeting, commented, "Our administrators are highly intelligent and well-
educated, but they're leading the Board. Our call is we're leading the Board |which we are
expected to do] but we're [seen as] making all of the decisions” (James, p. 29).

James made no apologies for his actions since he saw himself as fully accountable

for results in the district:
In the end, because I'm accountable and someone has to make a decision, and in
turn the Board would make the decision, but we would be fairly persistent in
meeting with the Board in saying, "These are the positives, these are the negatives.
We think the positives outweigh the negatives; it's your decision.” (James, p. 28)
James felt the use of power of influence and vision were extremely appropriate in
the environment in which he worked: "What we're doing is right. We have a direction
[and] I don't want to jump out of it" (James, p. 21). Because of his commitment, James
felt using power to accomplish specific aims was not only desirable, but also very
necessary, although he expressed discomfort over the use of power, particularly in making

personnel changes:

If we are going to be successful in reaching our goals, a lot of change had to be
made in that end of it, including hiring from the outside in cases and receiving that
pressure, forcing or really using your power, if you like, to make some personnel
changes, or in fact require through evaluations, which we do for our
administrators, to really call for some significant change and imrovemmt in them.
That is uncomfortable. I'd like to be able to pat him on the back and say, "You're
doing a good job", but it all ties together. Your system is only as strong as your
weakest point. (James, p. 21)

Situationally, James attempted to exercise power and influence in a school system
traditionally left alone by its senior administrators. Maintaining the status quo was not only
seen to be desirable, but also effective. Secking to improve educational opportunities for
children through instituting some essential changes, James soon became the lightning rod
for discontent in the system and was blamed for inappropriate use of power:

[School principals] would fully admit, “We used to be able to do our own thing, ©

a large extent, and we weren't bothered.” And that has been part, | suppose, pant

of the novelty of the local public as well. All of a sudden they had someone here 10

"crap” on if they had t0 and want to and they can do it, so that seems 10 be much
easier. (James, p. 23)
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In his dealings with others, James felt it was important to encourage staff since they
had difficult jobs to do: "I want to be there to support, to encourage, also to challenge and
to frustrate from time to time if [there is a] feeling that someone, over a period of time, is
not contributing [or] is contrary to our vision or mission" (James, p. 25). He sought to
create a trusting environment in which others could work such that decisions could be made
by others and so mistakes, when they occurred, could be addressed without threat or fear
of reprisals. In addition, James sought to have others “feel that their position is heard and
feel that even in a decision that didn't go a particular way, fairly comfortable to say that 'I
had my opportunity’ (James, p. 32). Finally, James wanted to convey to staff, parents,
and others that in dealings with students, "we are responsible, we're accountable, and we
need to care; when there's hurting there, we should be hurting as well" (James, pp. 38-39).
John

One of the first areas John mentioned about power and authority related directly to
influence--influence exercised through a positive attitude toward education. This positive

attitude was exhibited to others, despite the fact John often felt anxious when instituting

I probably work in that realm (i.¢., being positive) more than I do in the realm of
the dissatisfiers. [ choose not to be dissatisfied. I choose not to get into that area.
I centainly have anxieties. Whenever I do something new, I'm pmblbol! scared half
to death 10 start with, so consequently, I'm scared half to death most of the time, |
» because most of what I do is new even though you've been through it

fore. You go into a new setting, you're looking for the solution, you're ﬁz to
set the goal soyou;rpmqsh it and you're scared, kind of anxious about it. Tha
would be a source of anxiety, but it's not a source of dissatisfaction. In terms of
being dissatisfied, I've chosen not to let that become my life. (John, p. 20)

Power and authority were also obtained through implementing the policies of the
Board and finding the justification for those policies in the collective wisdom of the Board
and the belief that the democratic, representative process took into consideration the public
will: "You've got a policy, a policy that represents the public will and, in public education,
we are essentially representing the public will and we do it through the electoral process
where we get trustees who develop policies” (John, p. 3). However, as superint '




John believed he had to demonstrate fundamental values in implementing policies and
making decisions:

I think it's a feeling you have and probably beliefs you have. Where you develop

these beliefs in terms of honesty, integrity, treating the other person, you know, the

Golden Rule: treating them the way you would want to be treated and so forth.

Openness. [ don't just have a listing myself. (John, p. 6)

Power and authority were also used in the building of agreements, and John saw
his job as "one of building agreements. Consensus is part of it but you have to have the
agreement and the agreement levels vary according to the group that you're looking at"
(John, p 10). In areas where consensus and agreement building were somewhat strained,
particularly in dealing with school principals, John indicated he would use his position 1o
influence, but not force, others to adopt a point of view:

Sometimes, when we have people who just don't come around in the time that we

have available, then [ talk to them privately (Laughter) later and we sort out the

differences. And, if it's so bad that they can't live with it, I say, “Okay, we'll bring

it back to the table and we'll have another go around on it". (John, p. 11)

In areas of conflict, John used his position to “force people to talk to me rather than talking
to each other initially and maybe I'm a facilitator” (John, p. 11). However, he did not
force a solution to the problem since “most often, the solution to that problem comes
between shem. Most often, I don't have the solution to the problem” (John, p. 11). His
preferred style in dealing with conflict issues was to have those involved "examine the
problem, look at what ought to have happened, not dwell in the past, set goals for the
future, and you admonish them for it” (John, p. 11). The result: "They walk out and
thank you for helping them. Thanks for giving me hell'” (John, p. 11)!

John's preferred style of operating perhaps stemmed from his views on the lack of
efficacy of top-down, autocratic decision making and nis feeling that he had always been
called upon, as superintendent, to involve others in making decisions rather than imposing
a solution. In addition, John commented he did not feel uncomfortable with his use of
power or authority because "1 think part of that comes from my concept of power. |
remember a mod-! of administration talking about the fact that your authority comes from



the people over whom you hold authority. I believe that's true” (John, p. 17). Viewing
power and authority as something given rather than taken and used, John outlined

fundamental values in regard to each:

[Power is] given to you by |others], and the extreme example of somebody facing a

firing squad rather than yielding to the authority is the example that really convinces
me that it's true. Authority is a basis of power. There is authority given with the
position; there is an expectation that goes with it, but you don't have it if others
don't give it to you. So that's a basis of power, and both of them, of course, in
terms of influencing behavior--the authonty may or may not influence behavior,
that'll depend on the decision of the other person that you're trying to influence.

So with that kind of concept, then I don't have an problem in using any
gower that I have, because I know that in the end the decision's going to be made

y the other person as to whether or not they yield it. Other than that, people

normally, in the end, follow what I ask them to do. Idon't believe in telling people
what to do; because of my concept, I ask them. (John, p. 17)

Building agreements was seen as the source of power and authority, since both
resided in cooperatively developed courses of action:

They've agreed with me; we've built an agreement. They agree with me that it
ought to be done. If they don't agree with me, I expect them to tell me. If [ don't
agree with them, I expect to tell them. In the end they may very well yield to the
power or the authority that goes with this position rather than with the logic or
whatever | present, but [ don't believe that an order has any more strength than a
request, and a request from me or a request from any person in an administrative

ition, if it's a reasonable request, properly given, the onus is on the other
individual to follow it, to comply; the onus is there. So you may as well give it in
as kind or a positive way as you possibly can, and the use of powe, then, I don't
have a problem with. None whatsoever! (John, p. 18)

John also offered advice to those aspiring to be senior administrative officers in

school systems:

I've often seen people step into administrative positions (and) start out in their very
first few months in a consultative mode and somehow lose sight of the fact that
that's the method that works the best, [and then] step into an antocratic mode, and
have things blow up in their face and not realize that, what's the saying about
power corrunts and absolute power corrupts absolutely? I've seen that mistake
made enough times with beginning administrators, and I don't know why I though
wheg 1 started out that I wouldn't do that, but I decided that I won't do that. (J

p. 19)

The situation in today's educational environment was viewed as being far different than in
the past since more people today believe they have something to offer in developing

courses of action and are prepared to demand their opportunity to be heard. In this consext,

John saw the involvement of others as an absolute necessity and was prepared 10 expand
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the time needed :or issue resolution rather than to impose a solution for an issue.
However, the time and requirement to "work through other people, then, depending upon
the actions of others, can become a source of anxiety as you wait for this to happen" (John,

p. 20). When undesirable options had to be taken, John viewed necessity as a justification

[was] the best decision we could make. It's the best we could make given the
circumstances. It's the least of the evils, . . . and it seemed to be fair, and it seemed 10 be
necessary” (John, p. 27).

However, and consistent with John's stated values about involving others in
decisions, he recognized process was important in using power to obtain jointly developed
agreements in action. But, the substance of the decision, developed joindy, through shared
power and authority, was more importanc:

I don't think the process does it so much as the building of the agreement, what |

call the social justifications: justified within a social context. It's agreed by the

people within the community, by the Board, by the school pnmpalm the
employees, by the stakeholders, that this is the best decision we can make given the
circumstances that we've got, because there are altemative ways of doing it, but if
this is the choice that comes out commonly that can be supported, then it is a social

Justification of it. (John, p. 26)

Another element tempered John's use of power and authority--the concept of
faimess--not only in regard to the budget decision in particular, but also in general arcas:

The concept of faimess is so important all throughout; that's such an important

thing, and it has to be seen as being fair. The lawyers' adage that not only must

justice be done, but it must be seen to be done, and that's a very imp ortant thing.

So they had some involvement in it; they saw it to be fair, given the circumstances

which were there; they agreed that it was necessary. They didn't agree that it's the

best that could ever happen; they didn't agree that it was the most desirable. Nor do

I. So, yes, faimess very much comes in there. (John, p. 27)

Two other considerations inferred in John's views of power and authority must be
mentioned: the importance of the mission, goals, and objectives for the school system as

176



177

principal and teacher evaluation strategies in his district. In regard to the former, John
noted the principals "take the School Board objectives and priorities, and the[se goals and
objectives) are built into [their own priorities]. They take his objectives and what he sees
as important [and build them in as well]" (John, p. 28). The end result:
The [system goals and objectives] become part and parcel of the school action plan
that sets things out that are to be done, and there's an agreement between the
principal and myself that this is indeed what is important for him to work under in
that year. [We meet with each principal] and we will in the course of that meeting
look at this, look at the school action plan that he has, and we'll affirm that that's
the direction we're going. (John, p. 28)
The process not only facilitated ownership by the school principals but also

accountability, although accountability was not viewed in the context of the "Sword of

We're not saying, "You didn't do this!" But we're saying, "What needs tobe
done, and how far have you gone?" When you look at effectiveness you look at the
process and you look at the product. As he goes he's going to make adjustments
along the w%ie;nd that's the process of evaluation. You take continuous readings
as you go. The goal is there. Now, the process evaluation is, "Okay, am I still
headed in the n'&t direction?” And if 'm not, then I correct it a little bit. The
product one is when I get there; that's the product. When [ see that he's not, then
we talk about the direction he's going, and we affirm the direction. (John,

pp. 29-30)

John's emphasis on the process, involving the principals in the evaluation itself,
scems (o take precedence over the substance of the evaluation--the attainment of specific
objectives consistent with the goals and priorities of not only the school system, but also of
the principals themselves. However, substance was also reflected in the statement, since it
is goals which are of major importance. As John noted, achieving the destination is more
important than the course, which can be changed during the journey, to get there. John's
emphasis on achieving the goals and priorities was consistent with another stated view in
regard (o0 his own degree of accountability to the Board for the success of the system: "Are
the school principals doing what they ought to, and are the teachers doing what they cught



to? And, are the kids doing what they ought to Mr. [Superintendent)? It's all mine. Yes,
the buck stops here (John, pp. 30-31)!

In regard to the issue of the teacher evaluation policy, John was adamant, during
the development of the policy. that some essential considerations had to be made. First, the
on the teachers' right to appeal:

The concept of appeal is in here, and the right to appeal, the fact that in our society

the accused should be able to face their accuser; the accused should have the right to

have their say; there should be the opportunity for another opinion and so forth.

The specifics weren't enough. (John, p. 32) )

Second, and perhaps more important and germane to the discussion on the use of
power and authority..was the emphasis placed on substance--results and accountability--
rather than on process--improving instruction:

Our policy said this: "The primary purpose of supervision and evaluation of

personnel is to promote, achieve, and maintain and ensure a high standard of

service in accordance with the requirements of the job.” Most policies said the

purpose is to improve [instruction). (John, p. 33)

Finally, Yohn's views of his power and authority at the Board level reflect the

ability to use judgment to determine what is and what is not really important. A

superintendent has the responsibility to advise trustees on issues facing the district.
However, trustees often react without full knowledge of the situation and the ramifications

of resolving single issues in response to concerns expressed by ratepayers. Sage advice

wisdom:

I remember the guy that was superintendent before me, and it was rather
interesting. In terms of conflict, | remember his advice to me when [ was a
beginning deputy superintendent under him. He said, "You know, [John), my
advice to new trustees is that if they jump every time somebudy barks, they're
oin;tobe:g in the air most of the time." That's true, because there's a lot of
rking. (John, p. 31)

Thus, power and authority were derived from the exercise of judgment in determining
issues of importance, "educating” trustees on the ‘big picture” rather than upon resolving
individual concems, and in suggesting appropriate responses to be taken by the Board.
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George

Board level and provided numerous examples in which he worked extremely hard to not
only establish those relationships, but to maintain them as well. One example concemed
the degree to which he could exercise influence over potential and incumbent trustees hy
providing them with sufficient information to make informed opinions about the state of
affairs in the school disirict. This view was consistent with George's image of himself as
an educator, presenting differing points of view, substantiated by facts, to facilitate the
learning of others. While he was somewhat deprecating regarding the sincerity of his
actions with the new trustees ("I think there's an element of sincerity about it. . .. But, |
want people, . . . to feel proud of this district . . . and to feel . . . they're competent to
speak.” [George, p. 4]), his actions were consistent with his views on the role of the
superintendent: "In looking at my role and talking to trustees, . . . | say to them, "There are
two sides to this question.’ I suppose that's bringing my values and what I think I am and
my role is, I think, to make them better trustees, to make them well-educated
representatives of the educational community " (Genrge, p. 5).

He used his position at the Board level to keep peace with trustees by ensuring
trustees clearly understood each other's positions: “I've come awfully close and there are
times when I have gone the day after to try to mend fences and to say 10 a trustee, 'You
know, this is what the individual is really trying to say™ (George, p. 5). While his tactics
were representative of his values on the impontance of understanding positions advanced by
others, George also demonstrated he placed strong value on his own survival as
superintendent: "My motives are again suspect, because I don't know if I'm of the opinion
that if trustees fight with each other, sooner or later, I become the battle ground. So, it's in
my interest to go out and get them to understand each other” (George, p. 6). This latter

view was expressed again: If trustees are disagreeing with each other on a personal basis,
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George felt they would soon begin to fight not only with each other, but also “on you and
with you [as superintendent|” (George, p. 6).

Sound relationships at the Board level were also viewed as fundamental in
maintaining a common focus for the school system. George's comments on the danger of
a split Board during contract negotiations were also indicative of the "big picture":

{In] salary negotiations, you don't want a Board split «.n that particular question.

You've got to have unity. Yes, | intervened if you like and did it knowingly, and

we acted harmoniously but it's a part that [ work at--keeping that harmony. I think

it's a k-« job of the superintendent to keep that harmony. (George, p. 6)

Harmony at the Board level was extremely important to George and he 100k steps,
situational in nature. to keep the peace. However, he also worked hard to be seen to be
neutral:

[1 do] my best to stay out of it most of the time but if I think that there's something I
can do, yes, I'll try to do something. I try not to get caught at it. Don't leave
footprints in the snow if  can. And so, I'll do any number of things. All the way
from "Why don't we have lunch?” to "I'm going to meet with the two of you and
let's talk this thing out so we can stop, get to understand each other.” Lots of
times, I'll say, "It would be a good idea if someone else talked to those
individuals.” If we have had 20 such instances since I've been here, probably
they've been handled in 20 different ways. (George, p. 7)
He also used his regular and systematic contact with trustees and the school system
personnel to anticipate problems before they became actuality since this was "healthier”
(George, p. 7): "You get to stay ten years if you work that way" (George, p. 7). In
another comment he indicated just how important staying 10 years was for him: "You're
damn right it is [important to stay for 10 years]" (George, p. 7)!

Two other values were reflected in comments George made later in his story. The
first dealt with the degree of openness he practiced with all segments of the organization,
although the comment was made in relationship to the Board: "I try, as much as possible,
to have a 'no secrets’ organization” (George, p. 17). His value on openness was not based
on pragmatic reasons. Rather, George felt commitment could be achieved if people had
knowledge of issues and plans to address them: "I want people to believe, commit, accept

these are their schools. . . . There are kids out there. They want to be taught. We need o



teach them and do whatever we can do to improve that. 1 find that secrets frequently get in
the way [of doing that]" (George. p. 17). The benetits of a "no secrets” organization were
seen in George's relationship with trustees, particularly those who sat as trustees prior to
George's appointment as superintendent:
In my evaluations, trustees who were here, let's say before [1 came here|,
frequently comment that "They never get surprised.” There are no surprises around
here. It's a dull place to be a trustee. (George, p. 18)
George's practice was to give trustees all of the information available to him. With nothing
held back, there was no reason for trustees to take umbrage. As George noted, "I do my

best to give them information. New trustees will get all of this information. They will

commented on trust between the superintendent and the Board. Trust emerged in the
description of a school opening which George felt was occurring prior to the election for
purely political reasons. While he disagreed with the opening, and was clearly unhappy
with both the motivation underpinning it and the amount of work the school was to
undertake to make it a success, George noted,
not only [would I not subvert the opening], it will be an opening that they will look
good at. They will look good at and I will be there and I will work just as hard at
making a speech for that as I would if I was believing in it. (George, p. 36)
In regard to the matter of trust, George commented,
[it takes a long time for that level of trust to develop but] it helps when you come in
after somebody who wasn't trusted at all. It really helps. It makes it [easy]. Th~
first time you tell them something they've never heard of before, they look up and
say "Oh!" So, it was easy. But I don't think I'd do anything else. (Cieufge. p. 36)
Nowhere was this degree of trust reflected as highly as in discussions about the

involvement of the Board in administrative matters. This area, so commonly identified by

superintendents as a source of conflict between the Board and the superintendent, was not a
problem for George or his Board because of the trust each placed in the other. George
provided some background illustrative of his faith in the Board and theirs in him:
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I honestly think that many trustees would like to be the superintendent! And, I look
at them and {think that they think that they can do twice the job for half as much]). |
don't need any rate busters. [In my present situation], I don't think that there is a
solid line between policy and administration and I've said to the Board, on a variety
of occasions, "From time to time, [ will fish on your side of the lake and from time
to time, you'.l fish in mine. But, let's recognize that we're both fishing in the
wrong place.” But, they've been good that way. They really have. As | said,
from time to time, they'll go on the wrong side, but usually, it's always been with
the very best of intentions. They've never really said, “You're going to screw this
up!” (George, pp. 42-43)

George felt trustees were comfortable with the manner in which he exercised the

discretion available to him in making decisions. It was in this area that trust was clearly

enunciated as a critical value for George:

So much of it is in that horrible word "trust” and I guess, if you're a trustee, you
need to trust. You get trustees who don't trust [and cannot be trusted). And that's
important as well. Very important! (George, pp. 43-44)

Later in his story, George again mentioned the importance of trust in maintaining
his relationship with the trustees. This comment was made in regard to providing
information to trustees during and after Board meetings:

If a trustee asks a question, i answer the question. If I don't have the information
at that time, I send it off [to all of them] saying "Trustee [X] was asking the
following question, and here's the answer.” Sneaky in a way, I suppose, but
nevertheless it's part of that whole business of . . . they've got to trust me! If they
don't, 'mdead. So, | work at that. I don't think I work at that. I try to be
trustworthy. They know. (George, p. 38)

The degree of trust George enjoyed with his Board was reflected in his views on
the manner in which power and authority were exercised and the impact both had on
others. First, in recommending courses of action to the Board, George felt he had been
supported. Second, George very carefully chose people to work with him and then set

standards for their performance:

Whenever I've gone to [the Board], and I've gone to them on a variety of occasions
with a gifted program proposal, for example, or most recently, two or three years
ago, {for] more money [for] computers, [they supported me). I suppose I do most

my facilitating by making sure that there are le like [the Deputy
Superintendent] or [other Central Office personnel] or other people that are around
here. 1 am very choosy, if you like, about the people I want to have work here. |
have impossibly high standards for them. But they really exceed those measures.
They work very well with teachers. (George, pp. 10-11)
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Four key elements emerged from George's conversation: (1) Rather than directing
and controlling others. he chose to facilitate and assist them; (2) by carefully choosing
those to whom he had delegated specific authority to help others, George was able to
impact others in ways which he felt were both desirable and appropriate; (3) George
reciprocated the trust the Board had placed in him by placing trust in others; and (4) by
setting high expectations or performance, others strove to achieve them: "I just expect
perfection. You know. And, obviously, we never reach it (George, p. 11).

All four were necessary since George believed ownership in taking actions was far
more desirable than directing a course of action after unilaterally deciding the action was the
appropriate one to take:

These are their kids. They need to cffer the best programs that they can to kids.

And if they say this is the best program and that means that we need to change what

we're doing, fair enough. I guess that's ownership. But it's entirely different from

me saying, "I have met with myself. We've cogitated deeply and we have agreed

that this is the best way to go.” I just can't see that. (George, p. 12)

George's reference to a reflective practice perspective indicated he could not possibly have
all of the answers to all of the problems and must, therefore, seek consultation with and
the involvement of others in decision-making. Further comments supported this view:

The nature of the business that we're in, I think, makes [unilateral decisions after

consuiting with oneself impossible]. So, for me to say, “This is the best way to do

it" [is wrong]. [ would rather say, "Tell me!” (George, pp. 12-13)

Perhaps because of George's trust in others, his belief in empowering and
facilitating others, setting expectations for performance, and respect for differing points of
view, he did not feel uncomfortable with using the power and authority vested in his
position:

1 probably have but never, again, in the context of where we are and what we do. |

don't think it's ever been anything that I've had difficulty living with. I think if

there's anything that keeps me awake after a Board Meting it's 1 wished I had
thought of this explanation for something. Yes, [I second guess myself], very
much so. [But], I've never had that "Go close that school. Go fire that guy. Or go

get rid of that principal!” (George, p. 24)

George's ability to influence courses of events at the Board table was a critical component

of using his power and authority effectively. Second guessing was a phenomenon he had
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to live with since he could not think of everything all the time. Notwithstanding this
limitation, he was critical of himself since he may have viewed the circumstance as
indicative of a less than effective use of his power of influence. However, in areas
involving personnel who did not meet expectations, George was able to use power of
position to shape courses of events, particularly in regard to continuing employment or
transfer. In these instances, George demonstrated empathy for the position of others,
although, in o1 .1~e, he was outraged by the behaviour of one individual, particularly
since this behaviour was contrary to the tenets of the Catholic system in which he worked.
George described the transfer of a vice-principal to another school. While he
described the outcome as one with which the Board was happy "particularly since there
was no blood on the walls” (George, p. 2), he felt great empathy for the person
transferred. In the end, the individual thanked George not only for insisting upon the
move, but also for the manner in which the situation was handled. George gave clues to
his character in dealing with such matters, particularly since he was as concerned for the
individual as he was for achieving standards of performance:
I don't like doing that kind of thing. I will do it when I must and I like to think that
probably I must earlier than some people. But I try, I will never do it without
meeting with the individual and saying [here is the situation]. The guy wants to
shout at somebody, he wants to know who's doing this to him, easy, it's me. You

want to holler at me, go ahead. Idon't mind. I get paid big money to be yelled at,
so go ahead. (George, p. 25)

George also spoke at length of the importance of being aware of how the individual

affected was reacting to the situation:

I don't think [ ever put control into that context. I just felt that this guy was going
to get killed if he stayed in that school. I went to two or three staff meetings and
[saw he had] a real problem and worse than that, he didn't even know it. At that
time, he felt terribly humiliated. By October, he said, "Why didn't you do this five
years ago? I didn't know that I could er;]po‘z myself as much as [ am now.” And,
all I could think of is, "Yea, why the hell didn't I do it five years ago?" [However],
it was not at all pleasant. (George, p. 25)

The second personnel issue concerned a caretaker who was engaged in a
pornographic business venture both inside and outside school hours. Ultimately, the

184



188
etaker was dismissed and launched a lawsuit against the school district. George
scribed his thoughts and views on the matter:

The case is, was he treated tairly? Yes! No doubt about it! | die by that. I'm
happy to go to court and if they say, "Well tell me, was he treated fairly?" Probably
too much so. We put up with a lot of crud. This was a guy who was running a
movie rental film agency on the side specializing in pomography. And convicted
for pirating pornography. Frankly, I don't want a guy like that in our school
system so I'd rather pay a little bit. Now we terminated him totally on the grounds
of not doing the job here. He runs a pornographic business on the side, that's his
business. But, on the other hand, you're looking at who he is and what schools
are, to0 say nothing of what Catholic schools are supposed to be, and this guy will
not do what his superiors tell him to do because he's tired out. (George, p. 26)

While George was concerned with matters of justice, he was also concerned with
the effect of the individual on the moral integrity of the school and the school district.
Clearly, George was willing to take a stand and take appropriate action in dismissing the
individual and reinforcing his beliefs in what behaviours should characterize a Catholic
school system.

Finally, George used his power to empower others to enable them to be successful.
While he recognized the success of others reflected favourably on himself, selfish reasons
did not motivate George to operate in such a manner:

I hate to have somebody come to me and say, “I've got ulcers [from the stress)”. |
like to think that people don't get ulcers if they work here. I don't have ulcers. |
like to think that I don't give them. Maybe one of the nicest things that has been
said about me was said by [a trustec). He went around and asked people what they
thought of me. "As a principal, what do you think of this guy? What is the biggest
thing that he gives you?" And the answer was that | let people grow. I thought,
"Gee, that's nice.” [like that. I never heard that before und I was very much
flattered by it. I never really thought that [ wanted people [to grow]. We have
somebody new taking a spot this year and this person came in and said, "I need to
revise policy.” Isaid "Good. Take the book away. Revise it. Bring it back. It
would be good for you.” She said, "I thought you always did this." That's one of
the myths around this place. | just take the credit for it (Laughter)! (George, p. 29)
A second comment reflects on George's views of the importance of empowering
others through encouraging and facilitating their use of discretion:
[1 want people to go and grow]. People coming into their jobs and leaving six feet
taller. I'like that kind of thing. I've said to people when they stanted here, "When
you leave here, I want you to leave with an awful lot more fat on your head than
you had when you came in.” (George, pp. 29-30)
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In the overall context of the school system, George saw his position as contributing
to an atmosphere of caring and the raison d’étre for the Catholic school system:

I know what I'd like us to be. I like to think that I'm contributing to it. The vision,
why we're a Catholic school system, the vision [ suppose, should have a
supernatural sort of element to it. | think they should care for each other and 1
believe very, very strongly that we should care for each other ar.d make no more
noise, as Catholics, by what we do than what we say. Certainly, what we say is
important, because sometimes people have an oppontunity to hear. [Our Employee
Assistance Program represents] . . . a vision, if you like, that we do what we can to
demonstrate that we care for each other. Sometimes that caring takes the form of
"You should go to another school. You are not helping yourself or us or anybody
else. You'll be a better person if you leave." I try to do that with some kind of
... I'need to live with myself. I try [to allow the indivicual to keep his dignity

intact]. (George, pp. 30-31)
Thomas
Early in his story, Thomas outlined his essential point of view of the role of the
superintendent as assisting others to be as successful as they could be such that the students
being served were positively affected as well:
I guess the ultimate successes for me in my professional life would be that every
staff member that I work with, at some point in time, is confident and happy, and
feels success in what they're doing and is given the freedom to expand, to
achieving those successes to the point that they feel they want to, that they're able
to. (Thomas, pp. 11-12)
In this context, power was seen as empowering, assisting others to be the best they can be
within constraints experienced in the environment. Interdependence, rather than
dependence or operating with constant direction, was seen to be highly desirable.
However, interdependence was achieved by a common goal towards which all worked. As
superintendent, it was his responsibility to articulate what was important for the school
system as it sought to provide service to students:
(In] talking [about) inte:i;i:’c‘:endcnee. the thought crossed my mind that I would
have trouble delegating and people taking responsibility and accepting )
consequences as an action of theirs, but that's not how I'm seeing it. Success for
our kids is generated in this business that we're in [by] everybody working together

toward the common goal that we share. (Thomas, p. §)
The importance of the mission staterent as a source of power or, rather,
empowerment, not only for Thomas. but also for all others was reflected in a comment

Thomas made about achieving the mission:



I don't know if we'll ever achieve that mission; [ mean, that's an ideal. We're still
putting that mission into practice, and I think we'll continue to do that for as long as
we exist. The thing about that mission statemment is that it--again, when I talked
about collaboration--that mission statement was developed, actually, before 1 got
here. The beginnings of it were started when [ was [working elsewhere]. We
finalized it shortly after I got here. When I talk about interdependence, when I talk
about collaborative efforts, that mission statement was not developed in isolation by
our trustees or by my predecessor or any one single individual; it was developed as
a district. We had input from parents, we had input from kids, we had input from
teachers, everybody that was a stakeholder and from our parish. It's all-
encompassing. (Thomas, p. 6)

Thomas also recognized the power of obtaining feedback for the efforts of the
school system, since this feedback not only served to reaffirm directions taken, but also
served to identify actions which were less than satisfactory so that corrections could be
made. However, those comments also reflected on Thomas:

I guess that if positive comments are being made about our system, about our

teachers, about what's happening within the system, or negative comments, [they]

reflect directly on me because I'm told that the buck stops at my desk. I'm only as
good as the people that I work with in my job, and I know what kind of people we
have here. I know the kind of indirect assessment we do with our teachers or staff

by way of comments made about our system. We're doing a job. (Thomas, p. 8)

In interpreting Thomas' comment, it can be seen that a number of value choices
were expressed: (1) Thomas recognized the final responsibility for the success of the
school system and those in it rested with him; (2) one way to ensure quality instruction was
provided to students was to engage the best qualified personnel possible; and (3)
monitoring of the work of others ensured Thomas knew the quality of instruction because

he knew the people.

Another critical comment was made somewhat later in Thomas' story and this dealt
with recognizing good periormance, the power of this recognition in affirming the actions
of others, and in securing the input from others in decisions. In regard to the latter,

Thomas noted he can use his power and authority

[to impact these le] by giving them a sense of professionalism: | allow them to
be what they wmmd to be. We provide them opportunities for input. One of
the things that I constantly keep reminding myself about is that we have to
continually acknowledge the good in what's happening with our people, let them
know that--T'll give you an example. Two letters crossed my desk this year from
parents. Being in this business, the community or the public in general is quick to
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criticize when there's a problem, but when things are going well, there tends to be a
silence out there. (Thomas, pp. 8-9)

In regard to the recognition of performance, Thomas noted:

When | get something like that [i.e., positive feedback from parents], I think it's

truly worthy of celebrating, because you don't get it often. So I took the

opportunity to phone those parents and let them know how much we appreciated
that, and that | was going to take the opportunity to share that, not just with my
office, but share that with those people that they were talking about and with our

Board of Trustees, and I did that. Letting the teachers know, letting the staff of that

school know that there is a parent or a set of parents out there who don't take Jor

granted what they've got, but they also took the opportunity and the time to share

that kind of information with us. (Thomas, p. 9)

While recognition of performance, selection of personnel, and monitoring
performance were seen to be key aspects of Thomas' use of power and authority to meet
specific responsibilities he had as superintendent, he was also called upon to demonstrate
other values in support of a principle in which he deeply believed. The segment of
Thomas' story dealing with the dispute between the public school system and Catholic
parents over the right of access of those parents to a Catholic education for their children
forced Thomas to use authority and power stemming from influence, knowledge, and
credibility. While Thomas sought to establish and maintain a relationship between his
district and the public district, he was unable to reconcile and justify the actions taken by
the public district with the maintenance of that relationship. In other words, the costs were
too great.

' While Thomas and his Board could not be seen providing overt support to Catholic
parents who were in dispute with the public district, they could and did offer moral and
procedural assistance. For Thomas, the knowledge he had and the access to other
information were far too important not to be used:

What drives me to that goal is the commitment from those parents whom I've talked

to who are in that situation, and the lengths to which they've gone t0 have that

‘I;:gpen for their kids. The commitment is there, and I guess, when I see that, it

initely strikes a chord with me and suggests to me that if I'm not there to help

them, and I don't have that same commitment with them, I shouldn't be in this
business. (Thomas, p. 13)
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The moral responsibility Thomas felt to those parents and their children was such
that involvement was made mandatory. At the same time, Thomas knew that he and his
Board had to be seen to be free of ulterior motives in assisting the parents in forming their
own Catholic four-by-four school districts which woud uitimately amalgamate with his
junisdiction. At a parent meeting, Thomas

purposely [stayed away]. Itold them that I wasn't going to get involved in that

way. [Itold them], "Because I have to maintain a reputation for our Board, and

we've got to be clean in this thing.” None of our truste.s went either. 1 told them
that we wculd go to the extent that we would supply them with any information
they needed, but I said. "Any guidance or leadership, I'm sorry, but | just have to

back off." (Thomas, p. 15)

He indicated he "wanted to stay neutral, but I'm not sure 1 did" (Thomas, p. 17). Power.
or rather empowerment, was provided to the parent group through moral support:
"Definitely moral support was there; moral support was there from our Board of Trustees,
from me personally. Maybe through body language I probably gave people the impression
that they should seek alternatives” (Thomas, p. 17).

In this instance, Thomas felt that power came from principle and that actions taken
were fully justified in light of that principle:

[ guess if we were to champion anything or to involve ourselves in--not the

promotion of it because we didn't; champion is the better woid. It was based u

the right to Catholic education as opposed to resolving our financial difficulties by

promoting them to form as a tax grab. (Thomas, p. 27)

Other incidents Thomas described provided valuable insights as to his values in
using power and authority. The first involved the resolution of the parent-school dispute
over the manner i which student achievement was reported. Rather than adopting a
solution-giver approach, Thomas sought to actively involve both the school staff and the
parents in deriving a commonly accepted course of action. This course of action was
achieved through enhanced understanding of positions held by both parties. He adopted a
similar approach in exercising influence with the Board of Trustees. Predicated on full and
open disclosure of all relevant information and a recommendation for action, Thomas felt

his responsibilities as an educational leader were being partially met:
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The thing that I found that works the best--and I personally don't believe that my
role as a superintendent is to have my recommendations rubber stamped. | see my
job as to provide information. I communicate regularly with our Board,
individually and as a group. [keep them informed of anything that I see has the
potential of becoming an issue well in advance of Board Meetings. I don't wait to
spring that on them; | keep them informed as to what's going on. I think being
above Board, honest, and up front with our trustees have worked well with me. |
don't hide anything from them, whether it's controversial or whether it affects me
in some way, shape, or form; I keep them abreast of pretty much everything that
goes on. (Thomas, pp. 32-33)

Recommendations were consensually developed by Thomas and his group of
administrators prior to the Board mecting. Thomas viewed his relationships with those
administrators in a very positive sense and did not feel threatened if a recommendation

made by that group was one wirh which he disagreed:

I've got just a remendous group of adminis: “ators that I work with here. We've
developed a very good relationship, and prior to any of those recommendations
coming forward to the Board, these people will come to me and seek my advice,
and we'll sit down and collaboratively, again, put the recommendation together. If
I feel personally that it's not in the best interests of the district, I will tell them night
up front that I personally can't support it, and these are my reasons for it. And we
will sit and dialogue about that, but I certainly will not discourage them from going
forward to the Board with it, and I won't try to short-circuit them by contacting
trustees and saying, "This thing is coming to you and I don't supportit.” If they
ask me at the Board level for my opinion, which they do on most of those
recommendations, I tell them up front, "I personally don't think it's in our best
interests to do so.” But, it's not something I haven't already shared with the people
who originate the reccommendation. (Thomas, pp. 33-34)

The second instance in which Thomas was seen to use power related to his actions
with staff members in one school who did not feel ownership in or commitment to the
district's mission statement. Upon commencing employment, Thomas made it abundantly
clear to his Board that actions would have to be taken and that political fallout might occur.
However, this fallout would have to be weathered since the issue was too important to
ignore for political reasons. Thomas secured the Board's support and moved to address
the issue. Through discussions in the school, Thomas re-emphasized the district's mission
and asked those who could not commit to it to take some steps which would result in
commitment to the mission or seeking employment elsewhere:

I'm looking at two particular individuals, and they knew what was going on, and I

said, "You know, my preference would be that you made that similar choice, [but),
if you can't buy in, then you opt out rather than me making that decision for you.”
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I'said. "1 prefer to operate that way. It's cleaner; it's less traumatic for anybody.

Let's deal with it in that way.”

I had two people take me up on the offer. They come in and they resigned.,
and they said, "We can’t buy into the--" and I said, "I respect you for being up
front and honest with me.” We parted friends. There was no ditficulty with it
whatsoever. They left, I got a call back from one later on, and they thanked me
because I helped this individual get a job in a setting that I figured would be most

aﬁéf@éﬁme for them, and it was in a purely academic challenge program. (Thomas,
p. 36)

Thomas’ actions not only demonstrated effective use of power and authonity, but

also his value on maintaining relationships with others. In an early part of his story,

others, particularly in conflict situations:
When we're dealing with people, I think you have to have an understanding that if
there is a concern expressed by somebody to me in my role as a superintendent or
as a parent Or as a spouse or as a neighbor or as a member of society, I think we
have to really appreciate that concern being expressed by that other party is
legitimate; otherwise it wouldn't be expressed. I think we have to take time to
listen; we have to take time to show empathy and understanding. (Thomas, p. 6)
In a very personal sense, Thomas felt it was incumbent on him to be sensitive to
other people:
If I'm not sensitive to the people that I'm working with, then again, I don't think I
should be here. I think that's critical to this position. As an educator I think you
have to be sensitive, and if you're not and if you're not listening--I hate to see
people suffer. (Thomas, p. 29)
His discussion on the manner in which recommendations were prepared for the Board
reflected his sensitivity to the views of others, in this instance, the administrators. The
relationship Thomas had with those individuals was predicated on honesty, openness,
trust, and a willingness to disagree without fear of repercussions,
Peter
From the point of view of authority, power, and relationships, Peter placed a great
deal of importance on the very nature of the Catholic school system in which he worked.
This created greater expectations for him and for those who were charged with providing
service to the students. In this sense, Peter exercised both power and authority, not so

much by practicing his faith but by modeling his faith o0 others:
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Something | find very difficult is working with some staff members who either
can't buy into the vision that we have for Catholic schools or don't wish to, and it's
usually a mix of both. They've never really accepted their faith commitment as their
own, therefore to start acting as Christians or as Catholics and doing things, being
involved in activities or whatever or conducting themselves in such a manner that
others would recognize them as being Catholic and Christian. I find that very
difficult; I find it very difficult. (Peter, p. 4-5)

However, his strong commitment to the faith caused others, in his estimation to feel
uncomfortable because they could not match his commitment. His strong belief in
modeling was again evident as he commented upon his involvement in his parish:
It's not personal and it's not professional; it's both. I'm not there because I'm the
superintendent; | would be there anyway. But I'm also there because I'm the
superintenden: because I believe I show by being a servant as well. (Peter, p. 5)
Peter's attitude about serving was reflected in his use of authority and power to lead
and he felt people trusted him to use both to accomplish good ends. When he commented
upon being recognized for his successes, he noted success not only came from his actions
but also from "what they allowed me to do as we :hink it's always kind of a two-way
street: I can't exhibit leadership unless others are prepared to allow it, and I understand
that" (Peter, p. 11). This authority and power also carried with them concomitant
responsibilities--responsibilities to serve others to the best degree possible. His comments
about a school visit and his findings are instructive, not only for the expectations Peter held
of others, but also for himself:
[ do not appreciate people who I don't believe are putting out. I think our job is
important to our society. It shouldn't even be called a job, of course; this is a
vocation, guys. | mean, we get paid for it, but it's too important to have people
say, "Do you really expect that much for a plan?” Yes, I do, because I do it of
myself. 1 would never expect someone else to do what I don't expect of m
and to be not as well prepared as you can be--you can never reach the end, by

mean, come on, folks, give me a good honest effort, and I believe that you'll
receive the rewards for that as well. It's not up to me to reward them, but it'll come

from the student. (Peter, p. 12)

Peter’s view that education can make a difference in the lives of students was a
primary value which he held. In a discussion with a school principal, Peter used his
position of authority to reinforce this view with others:
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I believe that we can make a difference. I just had a fairly long discussion with one
of our principals and [ kept hammering away at that point. I said, "I don't think
that we can say, "This is happening and that is happening”, and then we just say,
"Well, you know, that's happened.” I said, "We can make a difference!” I guess
it's grounded in my belief in kids; that's where | guess my philosophy's coming
from. It's grounded there, but at the same time | believe that we in education can
make a profound impact on kids, and that's what motivates me, is that I believe we
can make things better. (Peter, p. 15)
In recounting a story of the successes enjoyed by a young student who had been
viewed as a problem child, Peter noted he used his position to recognize the contributions

teachers had made to this child's progress: "It would have been so easy to say five years

While Peter was happy to recognize the contributions of staff to the education of
children, he was distressed the homogeneity of the Catholic system was eroded to such an

I'm thinking, for example, of some of our staff members who, haven't quite
bought into the vision. At the same time as they haven't really bought in, they
know as well that they can't undermine, because they will be jumped on, because

people will say, "I thought this was a Catholic school.” (Peter, p. 24)

In this context, Peter used his own authority and power base, primarily that of
influence and modeling, to set a tone for others to follow in their own actions: Peter had to
model fundamental beliefs to others. In his dealings with culturally intol<rasit parents who
navertheless sent their children to a Catholic school system, in advocating sex education for

all while respecting the wishes of those who did not want sex education taught, in



appropriate behaviours and setting of directions, to have others change their own
behaviours. In addition, Peter believed strongly in the dignity and respect for individuals,
the need to demonstrate empathy and understanding for others, and the need to use varying
forms of power and authority to deal with instances where performance and individual
dignity were at stake.

Peter's degree of influence with his Board was a recurring theme in the analysis of
his story. Perhaps one of the most significant comments was made in regard to the stress
he felt when the Board would arbitrarily take a position which did not represent the tenets
of the Catholic nature of the school system nor of education in general:

One [cause of stress] is in treatment of people. Boards at times, and especially

because they're involved in different industries and often are managers themselves

or would like to be managers, or are really disappointed at their own work, can be
pretty callous with staff; not callous, but pretty harsh: Making rules in kind of an

[arbitrary fashion]. That really bother: me. (Peter, p. 24)

Another comment was indicative of his basic value on the worth of people and the manner
in which they should be treated, especially in the educational enterprise: "Our industry is
people; whether it's the clients or whoever, our customers are people; and the people who
are implementing our programs and implementing our visions are people, and we have to
keep that in mind. Without a lot of good people around we're not going to do terridly well”
(Peter, p. 24).

These beliefs were put to the test when he was forced to deal with three critical
personnel issues in the school system. The first involved the counseled and voluntary
resignation of designation by a school principal. While the individual concerned was seen
by Peter to be very competent in public relations, compassionate in his dealing with others,
and "espouse[d] Christ-like qualities in the best fashion that I've seen” (Peter, p. 24), the
individual did not experience success in his principalship and the Board had "been after me
for four or five years to get rid of the principal, not so much because he wasn't competent,
[but] because, in the eyes of the parents, [he was not as well liked as the previous
principal]” (Peter, p. 24). Ulti- nately, Peter convinced the individual to resign his
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designation because public, parental, and Board pressure would not have been conducive

to success. Nonetheless, Peter still expressed outrage over the lack of justice the principal
received: "My biggest concern was the fact that we were not being just to this individual”

(Peter, p. 25). In short, Peter felt others had as much responsibility in the lack of success
of the school principal as did the principal himself,

In a second instance, Peter felt no remorse in terminating a principal's designation
since the principal was not treating students and some staff members with appropriate
faimess, empathy, and understanding. The staff of the school reinforced the principal's
view that discipline had to be extremely stern and students had to experience significant
consequences for misbehaviour. While Peter worked with the principal to effect behaviour
changes, a final and major incident precipitated the decision to terminate:

I wrote him one day and point blank told him that what he had done to a student--he

had denied for his own selfish reasons--denied a child an opportunity to go to the

Olympics when they were in Calgary, and I wrote him and [ said, "This is one of

the darkest days of my educational career.” I just could not believe that there are

professional educators who would use their positions to not allow a child--and it
wasn't even the child's fault. He had a conflict with the parents, and the adults

were fighting. He did not allow the child to go on the field trip, and I said, "I
cannot condone that." (Peter, pp. 28-29)

Peter’s initial outrage over this behaviour was used to justify the termination:

That kind of stuff I take to heart because that child, I don't know what she ever did
in education after that. I can still see where her parents live outside of that
community, because I went to visit them to get this thing reconciled. I said, "Look,
I'll sit over your kitchen table, we'll get this worked out,” and we had it worked
out, and he didn't have to lose face, he didn't have to lose anything, and the $.0.B.
wouldn't move. So after that I didn't feel badly when we had to move on getting
rid of him. (Peter, p. 29)

The principal abused his position by treating a student in such a manner. In
addition, the principal, in dealing with a staff member who was having marital problems,
showed a lack of empathy for the individual and a lack understanding for individual
situations. For Peter,

that's where the conflict for me, almost kind of ended at that point because I no

longer felt s thy for him, because I normally--I think we all do--kind of feel for

the . In this case, after I saw that he was prepared 10 use his position for

his own selfish reasons to deny a child . . . who hadn't done anything to him . . .

and I thought okay. (Peter, p. 30)
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For Peter, the principal's behaviour represented an inappropriate use of discretionary
power. Accordingly, the individual had to be held accountable: "That's where | would see
the standard [i.c., use of discretion] as being much more rigorous for a principal, and even
more rigorous for a superintendent” (Peter, p. 30)!

The third instance involved a teacher who was experiencing emotional problems

spoke to the Board about the issue:
Legally, that's all you have to do, but morally, this is what I would recommend to
you: We pay her, we put her on sick leave, we tear up that other one, and we put
her on sick leave. She is not healthy, and that's why we have sick-leave benefits. |
recall even saying to that Board--and I'm pretty close to the exact quotation--I said,
"We don't often get to walk in Christ’s shoes, but I wonder what Christ would
have done in this case.” And they bought it. (Peter, p. 31)

Peter’s arguments were based on both legal and moral grounds and he advised the

His reaction to the Board decision was also instructive: "I was so proud of the Board that
night, I just said, 'Look you guys, you did the right thing™ (Peter, pp. 31-32). The
influence of the superintendent on Board decision-making can be clearly seen in another
comment Peter relaied: "They allowed me to make my presentation and [the Chairman)
looked at me and said, 'Peter, you really believe that, don't you?", and I said, 'Yes', so
they [rescinded] her unpaid leave of absence” (Peter, pp. 31-32).
_ Peter held high expectations of himself for the manner in which he used power and
authority:
Rarely am I overly disappointed with decisions that have been made, but I'm very
conscious of the fact of the position I hold, and I try to present when I'm observing
teachers, trying to make them as comfortable as possible and trying to be as--if I see
a teach:r who's doing poorly, I'm not going to give that person the thirteen best
suggestions I can think up off the top of my head. T'll try to say, "Ok sy here are
one or two things; why don't you try working on these?" (Peter, p. 35)
The Interpretive Context
These superintendents placed high value on maintaining the dignity and worth of



had to be made. Second, the value of empathy and understanding for the positions of
others was frequently noted by all superintendents. In instances where the severity of the
issue was such that behaviours of others were viewed as somewhat reprehensible (for
example, the dismissal of the caretaker for reasons cf incompetence and selling
pormographic materials and the dismissal of a principal for inappropriate use of discretion in
dealing with students and teachers), the degree of empathy and understanding were less in
evidence and matters of contract or justice (legal remedies) tended to predominate. Third,
superintendents used their power to empower others, primarily through establishing
structures and processes by which input from others could be sought. While process was
very important, focusing on the substance of the school system was always in the forefront
for the superintendents. By focusing on substance as well as process, the superintendents
exercised directive and values-driven leadership.

An analysis of the stories has shown that resorting to directive leadership in the
superintendency is premised on some fundamental assumptions about people, purposes
(i.e., substance), and process: (1) The superintendents could adopt the point of view that
individuals in the organization need to be pushed, prodded, cajoled, or motivated to do
things through the use of both external controls and internal commitment; (2) the school
system needs a strong sense of purpose to unite people toward a common goal; (3) the
goals and the universal commitment toward the goals are more important than the processes
used to achieve them and action takes precedence over reaction.

In regard to the first assumption of directive leadership, these superintendents were
apt to use their power and authority in a direct and visible fashion when the self-interest of
other groups and individuals took precedence over the provision of services to students or
when self-interest (shown even by the performance of others) precluded the attainment c€
standards necessary in any and all aspects of the organization. These superintendents
focused on the self-interests of teachers, represented through the activities of the Alberta
Teachers' Association to which all teachers, by law, must belong. Not all superintendents,
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particularly those in Catholic systems, felt that teachers’ interests tended to surmount the
services provided to children. However, all but one superintendent referred to instances
where the abuse of position, through inappropriate actions or performance, had to be dealt
with and contracts of employment terminated. In these cases, considerable concern was
given to process, especially in the legal context, but not at the expense of the ultimate goal
of ensuring the provision of high quality services to both the organization and its clients.
This did not mean, however, that these superintendents adapted their leadership
style to accommodate the vagaries of self-interest. They suggested that the opposite was
true. While the superintendents recognized the various groups in the system would try to
advance their own interests, they did not make counteracting this self-interest their main
goal. When occasions arose where self-interest was patently obvious, they took a stand
and combated it. During and after the issue resolution, they continued to focus on the goals
of the system and offered ideas, which were coherent and served a higher purpose, to
direct the behaviour and commitment of others to issues of substance. By fostering a sense
of achievement, by stretching strengths rather than emphasizing weaknesses, by
encouraging the use of discretion within appropriate boundaries which were
philosophically and pragmatically determined, by holding others accountable for this
discretion, by empowering others to participate in discussion, analysis, and making
decisions on issues, and by emphasizing ideas which focused on the provision of the best

possible services to students, these superintendents directly affected the motivations of

which the system provided.

None of these actions took place in isolation--they were closely related to the
direction provided by the mission of the organization. Interestingly, some superintendents
chose to have the political arm of the school system, the Board, actively develop the
mission statement for the system, but the superintendents’ influence was clearly seen



how best the mission statement should be communicated to others. Others took a more
active approach and used their imagination, their judgment, and their knowledge of
education to develop, in concert with the Board and others, a mission for the school
system. In shon, these superintendents used their own vision to create an attitude of
purpose in the system and to formalize it through the adoption of that formal mission

statement. This mission statement then formed the basis for what was done in the area of

if they did not actively influence the development of the mission statement, someone else,
or some other group, would seck to advance positions, possibly to the detriment of the
superintendent’s vision for the system. Thus, conflicting views could serve to increase the
politics in the system, de-emphasize the common purposes so assiduously sought, and
reduce the quality of service provided. Further. the involvement of the superintendent
completing the vision statement. Thus, both vision, premised on a set of educational
values, and pragmatism, based on logical, systematic, and rational analysis are, if not
ensured, at least represented prior to promulgating the mission statement.

The superintendents spoke of the power of involving others in the development of
the mission statement as well, since this involvement represented the value of other’s
opinions, facilitated the commitment of others to the document, and acknowledged others
have valuable input on areas about which the superiniendent may not have thought. Again,
pragmatism and principles were deeply imbedded in this strategy.

Examination of the use of influence, in terms of power and authority, provided
another interesting point of view. While consensus was seen to be desirable, also for
reasons both pragmatic and principled, consensus, in and of itself, was not a prerequisite
for taking action. Indeed, these superintendents were not prepared to compromise to
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achieve consensus on items which were of such critical importance to the school system.
Prime among these were the financial operations (there is a bottom line beyond which
expenditures cannot go), management rights, and services to children. In areas such as
these, the superintendents listened to arguments of others, used persuasion and influence,

and, finally, if consensus could not be reached, they were willing to stand and

were desirable, but superintendents were prepared to have consensus develop after they
made a decision. These important decisions were based on a conviction that their points of
view were right, despite views to the contrary.

The second assumption, the school system needs a strong sense of purpose to unite
people toward a common goal, serves to illustrate directive and values-driven leadership
once again. Those superintendents who participated in the study recognized they could not
be everywhere in the system at once. However, it was critically important that they sensed
the goals they held for the systcm were understood by and influenced the behaviour of
others in the system. In this regard, the overriding sense of purpose, vision, or mission
was to be the primary vehicle by which they affected others. Through modeling, these
messages were reinforced in and seen by others. In this manner, the power and authority
of the superintendents were enhanced and others in the system had both an implicit and
explicit understanding of what the superintendent wanted done. While this would not
preclude some sort of political action being taken by an individual or a group, it lessened its
likelihood of occurring.

The sense of purpose was also inculcated in others in the organization who acted in
a leadership capacity--most notably those in the district office and those serving in an
administrative capacity in the schools. In this sense, and this was exhibited most clearly by
John, the superintendent acted as a coach or a mentor, helping others steer on the same
course while simultaneously pointing out corrections to be made. There was also an
expectation that schools would focus on similar activities, consensually developed, which



directly complemented and were consistent with the priorities of the system. Rather than
artempting to control and direct all of the syster's activities, an impossibility given the
diverse demands on the time of the superintendents, they chose to direct and control only a
few key aspects of the sysiem: monitoring and major evaluation activities (e.g., meeting
with school principals on an annual basis for priority setting and, on a more regular basis,
to determine progress made in achieving those priorities); spending time in the schools to
exercise influence and to monitor progress; involvement in the committees established for
school evaluations; establishing key policies (a theme explored in the next section);

committing resources; and the engagement, placement, and possible termination of

run. While it was recognized that perfection could never be achieved, striving for
perfection was something deemed to be highly imporant.

Another phenomenon was the importance these superintendents placed on a major
focus for the school system, particularly if that focus represented a major change. Three
superintendents were involved in reconfiguring the grades in their district schools; another
was involved in revamping the school entrance age; another was involved in expanding
programming options; another was involved in adopting a results-based orientation; another
was committed to securing more active parent involvement in the schools; and another
made it very clear to his Board upon commencement of employment, that actions would
have to be taken against a group of teachers who, by their actions, demonstrated they were
not committed to the goals of the school system. All of these represented major points of
departure for their school systems since past practices were indicative of the opposite. By
focusing on clear and precise objectives and priorities for their systems, these
superintendents served to direct the actions of others in the system, secure the commitment
of teachers, parents, and trustees, and provide a higher quality of service to the students in
the system. Just as importantly, their actions showed a significant amount of courage,
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since none of the initiatives was greeted with overwhelming support from groups affected
by the change.

However, and despite significant opposition, and, at times, a lack of visible and
demonstrable support from their school boards, the superintendents pursued their ideals
and tumned them into action. By doing so, they communicated to others the importance of

offering a high quality of scrvice to the clients of the system and a sense that vision,

Further, they communicated the idea that risk is a necessary component of any change
process and that risks must be taken and managed to bring about successful change. Most
importantly, they showed that while process was an integral component of their plans to
effect a change, the change itself--the substance of what the change was about--was most
important.

The third assumption, that the goals and the universal commitment toward the goals
were more important than the processes used to achieve them and that action took
precedence over reaction, is clearly evidenced in how and why superintendents involved
others in decision making throughout the system. Three primary considerations guided the
superintendents in this choice: (1) The size and complexity of the educational system
precluded superintendents and the Board from directly making every decision which
necded to be made on a daily basis in the system; (2) superintendents, while they are
extremely knowledgeable about the business of education and the dynamics of their own

decisions in a unilateral manner; and (3) leadership exercised by others multiplied that of
the superintendent if others were given the autonomy to make decisions in their own
purview.

Clearly, the first two reasons demonstrated a tendency toward pragmatism and
consequentialism (simplicity enables others, particularly the principals, to work directly and
personally on problems without actively involving the superintendent); the lanter involves
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higher principles and a belief in the ability of others to exercise discretion in an appropriate
manner. Beyond these principles, the commonly held belief that those who make the
decisions are more committed to them than if someone else made the decision for them
reflects a value on the ability of others to make right decisions in the right way.
Superintendents also exercised both power and authority in engaging personnel for the
school system and then establishing expectations for their performance.

Another critical area emerged in the analysis of material and this concerned the
values inherent in relationships the superintendent has with others in the school system.
Relationships were viewed as critical in education since its primary purpose is to serve
people. A number of key values emerged in the analysis of the stories told by the
superintendents: The day-to-day relationships these superintendents had with others were
developed and kept alive by on-going, personal contact with others. In these formal and
informal contacts, the superintendents articulated key initiatives of the system, key beliefs,
and clear directions. In addition, and just as importantly, the superintendents listened to the
concems of others, sought feedback on initiatives taken and the personal and professional
vicissitudes of the individual involved, and developed and expressed empathy for the needs
of others. As in the assumptions regarding power and authority, relationships with others
represented both pragmatic and principled points of view.

In relation to the pragmatic view, relationships, nurtured in both formal and
informal ways, facilitated communication and allowed the superintendents to determine,
first hand and at the point of delivery, what the concerns of the individuals were. Access to
unfiltered, accurate, and timely information allowed them to assess progress of the system,
make judgments, and, possibly, suppress politicking which might occur. The last was
especially important at the Board level, where the superintendents worked conscientiously
to develop and maintain relationships with individual trustees, possibly to practice
politicking to accomplish particular ends. In those instances where superintendent-trustee
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relationships could not be developed, two participants cogently and regretfully stated
negative consequences could very easily accrue.
In regard to a principled view of relationships, all of these superintendents spoke of

the nccessity of preserving basic human dignity, especially in relationships threatened by

those instances, such as experienced by Peter, where human dignity was violated, outrage
was expressed. In some instances, the superintendent, despite the position held, was
unable to prevent others, even at the Board level, from denigrating the individual. Personal
experiences, as demonstrated by Leonard and George, prompted them never to treat others
as they themselves were treated. As mentioned in another theme, Leonard sought never to
be perceived as a "twit", one who made commitments and did not honour them, as one
who abused power, or as one who did not respect the value of the individual. John
believed disciplining others or taking corrective action had to be done in a sensitive manner,
such that those concerned would accept the rebuke and thank him for it at the conclusion of
the exercise.

Other values regarding relationships were inherent in the stories. The Catholic
superintendents, in particular, were concerned that they demonstrate the three "C's" of
Catholic education in all of their dealings with others: Caring; Compassion; and
Christianity. George felt that Catholics in general, and he as a Catholic superintendent in
particular, should make no more fuss about being Catholic in a verbal sense than they did
in their actions. This should not be construed to mean the public school superintendents
valued caring and compassion any less than did the Catholic superintendents; because of
the nature of the public school setting, the religious base, to which all of those public
school superintendents ascribed, did not receive the degree of attention paid to it by the
Catholic superintendents.

Fundamental values, outlined in theme one, played a critical role in how
superintendents approached relationships with others. These included the values of trust,
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honesty, openness, integrity, consistency, fairness, respect, tolerance of differing values
and views, candor, and substance. While all supenntendents expressed a strong mission in
serving children by positively impacting those who serve children, and an equally strong
desire to be competitive and move away from the status quo, there may very well be created
an attitude in the minds of others that these superintendents are so single-minded they are
not attuned to the wants, reeds, and aspirations of others. Supenntendents often reflected
on this very notion and sometimes had to make chuanges in how they approached others to
ensure high standards were being met (James addressed this issue very well). However,
and this must be abundantly clear, when standards were not being met by others, efforts at
improvement had failed, and self-interest became paramount over serving children and the
goals of the system, the superintendents were prepared to move against the individual.

Whether this meant transferring the individual to another, more suitable position, or
terminating the contract of employment, they did so. They viewed retaining the individual
in that position as deleterious to morale, inconsistent with the stated goals and mission of
the school system, and a violation of the trust placed in the school system by its clients to
provide the best quality education possible to students.

Summary

The power and authority held by the superintendents were best used in influencing
the course of events within the school system. While some superintendents expressed
some degree of discomfort with the power and authority they held, this discomfort
stemmed from having to take actions which had a negative effect upon the careers and lives
of others. However, this did not mean they were reluctant to take strong action, up to and
including recommending termination of contracts, when it was required. Power over
individuals was tempered, to a very large degree, by developing processes which
empowered others such that they could make decisions in areas where relevance and

principled point of view, the involvement was also desirable from a pragmatic point of
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view since superintendents recognized their own limitations and expertise. Fusther, better
quality decisions resulted from this involvement.

Superintendents were unabashed in using their power, authority, and influence in
establishing direction for the system cither through developing a mission statement for the
system or through the development of strategic and operational plans for the system, or
both. Directive leadership, consistent with the superintendents’ views on providing the
best possible education for students and on providing this best possible education within
the financial constraints faced by the system, was a predominant leadership style of the
superintendents in this study. This directive leadership style was not without costs for the
superintendents for, in some cases, the style was viewed as single-mindedness, perceived
by others as indicative of an unwillingness to listen to their concerns.

Superintendents also placed a very high value on accountability, not only for
others, but for themselves as well. Through frequently mentioned phrases such as "The
buck stops here”, "The bottom line happens when you're superintendent”, “If I can't
manage the system, the Board will find somebody who can”, "You feel the heat when
you're superintendent”, superintendents indicated they took their jobs very seriously.
However, insisting on accountability for themselves and others did not mean a lack of
empathy or understanding for others. Frequently, superintendents, particularly those in
Catholic systems, mentioned they had to be "a caregiver to teachers” and others. This
focus along with a simultaneous focus on doing what was best for students often caused
moral dilemmas to occur for the superintendents. In the end, superintendents chose to
focus on quality in and accountability for providing educational opportunities for students--
this principle invariably provided guidance in resolving those moral dilemmas.

In matters of relationships, superintendents were highly conscious of the
responsibility they had in working with and developing the talents of others in their school
systems. Not only were relationships seen as a means 0 an ends, they were seen as ends

unto themselves. As one superintendent commented, people have to be treated in light of
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some fundamental beliefs: "Honesty. integrity, treating the other persor:. you know, the
Golden Rule: Treating them the way you would want to be treated” (John, p. 6).

Relationships with individual trustees and the entire Board were viewed in similar
fashion, although superintendents stressed openness, trust, disclosure of alternatives,
accountability, loyalty, and the exercise of judgment and discretion to a greater extent in
their discussions about this matter than they did in relation to others. This did not mean the
same values were not important in dealings with others. Rather, these values were
paramount here because a great deal of their time was spent working with trustees in the
political setting. Influence and leadership were also critical values in dealing with Board,
although individual trustees not having a positive relationship with the superintendent chose
to view influence and leadership in a negative sense, a sense best characterized by being
perceived as too powerful. James illustrated this best: "They use those words--a powerful
superintendent--and I direct the Board. So I sat back, and the Board doesn't view it that
way. But on the other hand, when you look behind it, I have been behind a lot of the
decisions” (James, p. 15).

Theme Five: Policy Development and Implementation
Introduction

Superintendents are expected to provide leadership in policy development by
suggesting alternative instruments which address specific decision-making needs within the
school system. However, three essential issues must be resolved in the policy process: (1)
to what extent must the superintendent be concerned with the policy process; (2) to what
to be

extent must the superintendent be concerned with the substance of direction
established within the policy; and (3) to what extent must both considerations be balanced
such that process reflects the wants, needs, and desires of others without losing track of the

and values, but also with the mission, vision, and values of the superintendent?
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Luke

Luke related a story which demonstrated his fundamental values in achieving
educational change through the policy process. Consistent with his views on shared
decision-making and encouraging others to exercise discretion in their actions, Luke noted
that the implementation of the Continuity of Progra .ming Policy (Alberta Education, 1988)
reflected a change from the traditional top-down model to one characterized by the
involvemnent of those most closely affected by the decision and policy initiative. Luke
described the process:

I'll give you an example: The Program Continuity [Policy]. We know that we

have to get into that by 1993. A top-down model would have you saying, "Here's

the kinds of things that we need to do: Here's the stuff; go do it.” We formed a

committee with representatives and administrators from each school. We met; we

determined the broad parameters and purposes. They, under their chairman,

decided, for example, how to go about this. They decided they would go look at

some of the schools that are currently implementing program continuity. They went

out and visited these schools. They came back and reported that information. They

came back and developed an action plan in terms of what we're doing. It's their

plan. (Luke,p. 11)

In the policy process, as in the day-to-day management of the system, Luke felt the

you give people the authority to proceed, and I guess you trust themtodoitin a
professional manner, and our people have responded very well to that" (Luke, p. 12).
Atributing this style to his historical view of the necessity for consultation with others most
affected by policy initiatives or directions set for the system, Luke also recognized he could
not realistically make all of the policy decisions himself sincz he could not be everywhere in
the system to gather the necessary information on which decisions must be based. Hence,

ach in this area.

for pragmatic reasons as well, Luke adopted a consultative
Notwithstanding Luke's prejudice for consultative, bottom-up involvement in
decision-making and policy development, he recognized teachers often adopted a quid pro
quo attitude requiring negotiations in establishing policy direction. Self-interest had to be
while simultaneously focusing discussions and the ultimate resolution on

the real purposes of the education system--educating students.
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For Luke, the proper exercise of discretion and doing the right things were

that we do, kids have to be the number one priority” (Luke, p. 9). Unfortunately, Luke
had found that the self-interests of others, including teache:s and administrators, sometimes
got in the way cf doing the best things for students:

You run into that with administrators too, and you really have to work with them to
re-focus their thinking, because you get the situation where the total concem is for
the teacher, where the total concern should be for the student. I don't want to
sound like I'm not a teacher advocate, because I still think that's critical, and I think
it's important for teachers [to look after themselves too], but I don't think that the
focus should be what's best for teachers; it has to be what's best for kids. But you
help teachers being able to do their jobs by being considerate of them as well.
(Luke, pp. 9-10)
While Luke believed that teachers become more considerate of students by having an
administrative staff being more considerate of teachers, he also believed that the
consideration of teachers’ needs had to be placed in a »position relative to the real purposes
of the education system;
You want [teachers] to still think about their families first; you still want them to be
healthy; you still want them to take care of themselves. But the focus for education
has to be on the students when they're here on the job. [ get concerned about
things like, "We have too much supervision to do.” Or I'm going to program
continuity, for example, and they're talking about how many days of interviews
they're going to have to get into when they go into new formatting, and what kind
of break are you going to give the teachers? It's like, "If I do this for you, you
have to do this for me."” (Luke, p. 10)

The quid pro quo attitude often was reflected in a negotiation stance with the members of

points of view prior to taking particular courses of action.
Luke's essential predisposition to resolving policy issues was clearly reflected in

his general views about making decisions and taking into consideration the probable

consequences of those decisions:

I think there's value in respecting individual opinions, but I think what everybody
has to be--and you see it in theory, but I hope it's the background I'm coming
from. If there are common interests and - mmon goals, | think that's the important
thing. I think a diversity [of opinions . uc positive]. (Luke, p. 34)



His own decision-making style reflected his fundamental beliefs about the desirability of

securing diverse opinions from those who were most closely affected by the decision.

Consulting with others was viewed as necessary, but not in all instances. As Luke said,
l hkc to cgnfsr Ilike to involve lh: pec:pl: Lhat are going to be affected. Atthe

ynu 're lmkmg at. Some thmgs d a't need cgnsultam:m in facL they re more of a
pain in the ass if you do consult. (Luke, p. 34)

However, Luke recognized there was a need to improve his own decision style to better
take into account *he consequences of particular decisions which he made.

.nink the other aspect of it--and this is where I've really had to work on it--is the
<onsequences of your decisions. I'm getting better at that, but | sometimes don't
think far enough down the road or think of all of the different situations that are
being impacted. (Luke, p. 34)

Consequences of policy decisions were singulazly important, particularly when

upon parents, the community, the staff, and, most importantly, the students were at issue.
In all of these areas, Luke relied for guidance on his own value base as a consideration in
making decisions. This value base was inextricably linked to the organization's mission
staternent and other beliefs:

I think that's why it's important that you have a mission statement, because I think

that's where your values are portrayed, and I think also your organizational beliefs,
because obviously if it's not congruent with those things, then I think the decision's

casy. (Luke, p. 35)
Leonard

In a manner much like Luke, Leonard expressed a fundamental view that the school
system existed to provide the best possible services to students. In making decisions in all
areas, including the policy area, Leonard was frustrated because alternative courses of
action were invariably distilled to one prime consideration--the availability of money:

I think that it all boils down to money and that you have to be able w0 within

your budgets and so on. We've got one school here that's got over ) kids, and

we don't have a vice-principal, we don't have a counselor in it, a K to Four school.
Even though we've got that in our three year plan and we talk about it and we do
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things, we still haven't implemented that. We still haven't been able, because of
finances, to put that into place here. So that's kind of a conflict. (Leonard, p. 21)

While Leonard expressed concem over this issue, he was also challenged by it
since it forced him to explore all other options to reduce the gap between reality and the
ideal being sought. By increasing flexibility for other administrators in the system and
encouraging the use of discretion, the use of finite resources could be directed to areas
which were most important in the education of students. As he stated,

if you feel that that's really important, you bend, but you're going to have to reduce

your field trips, or supplies, or capital equipment, or some from each of those

areas. That can be a conflict in terms of dollars, but if you look at maybe some
innovative ways to make it more flexible for people closest to the scene and have
them involved in those decisions, then you might come out all right. (Leonard, pp.

21-22)

In a key policy area, that of adopting a results-based orientation in the system,
Leonard was very clear about the necessity for relating results to the systematic planning

process. Essentially, Leonard viewed his task as one which centred on esmblishing

it was going:

As far as results, the three-year planning process, they didn't have a planning
process here [before I came], and going through a three-year planning process and
implementing that clearly outlined for trustees what the priorities were in different
areas and helped them to understand what was important in terms of policy, in
terms of administrative action, finance, buildings, you name it. (Leonard, p. 12)

The process used in developing the three-year plan and the yearly objectives for the
school system emphasized the importance of broadly-based involvenent of educational
stakeholders. However, the process also reflected the view that the primary responsibility
for the plan resided with the Board and the administrative team:

We [developed] that thmugh retreats at the beginning of each year, and we still do

with our trustees, so it's done from the administrative level. eachers have an 7

opportunity to have input into that three-year plan, and then in terms of the Board

looking at it and going through it, they add di ferent items that are priorities (o them

in each of the areas, so that in that sense it's very much a cooperative type of
planning document that we use. (Leonard, p. 12)



The policy process, along with budget development, and the development of

priorities were governed by some fundamental beliefs about education. These beliefs were

articulated by the Board and the superintendent:

The Board is extremely concerned that classes are kept to a reasonable size, that

teachers are able to work within those classrooms, and that the public here, too,

views schools as being manageable. I think we're consistent in terms that we want
our schools to have good discipline, that school should be a safe place for kids to
£0 to school, that there shouldn't be fighting, so the discipline is fairly clear in
terms of standards, and that makes it a better place for teachers to teach and kids to

go to school and feel comfortable. (Leonard, p. 15)

A major policy question in the district was the reorganization of the district schools
which meant a different grade structure would be implemented in each school. The
perennial dialectic between process and substance was evident in the actions Leonard took.
His emphasis on communication was critically important in the resolution of the issue.
Extensive consultation with the public, characterized by frank and open discussion of the
positive and negative aspects of the various alternatives, a slow but purposeful progression
to the desired end, and a final public hearing before the Board made the final decision were

key strategic initiatives. Just as importantly, Leonard indicated he did not lose sight of the

substance behind the issue:

You have to be sincere and open, but you also have to push in order to make things
happen, and if you clearly see that there are certain things that are going to make it a
lot better, then you have to do that, and you don't apologize too much for it.
(Leonard, p. 18)

_ In policy matters, as in all other areas, Leonard was conscious of taking the
opinions of others into consideration as well as assessing the rightness of the timing for
resolving an issue:
I think you have to be really careful in your important issues that are controversial
and so on, that you get input, that you listen to people affected before those
decisions are made. I think where you run into trouble is where you decide
something and you go ahead and do it without getting input, without taking the time
to do those things. (Leonard, pp. 37-38)
He was also very clear that in the process of securing input from those affected by
crucial issues, the appearance of going through the motions or “playing games” must not be

conveyed to others. Sincerity was very important to Leonard:
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I think you have to be sincere. [ think you have to say, even in that situation where
I was convinced that was the best way to go, but that didn't mean that we would
necessarily go. I've been convinced certain directions are right, but if your people
aren't ready to move on it, maybe you have to wait a year. (Leonard. p. 38)

Notwithstanding Leonard's feelings about the importance of demonstrating

sincerity to others in critical issues, he also believed other criteria had to be met for

of the iming and readiness of individuals to accept the changes had to be considered.
Leonard spoke of these issues and how they would affect future actions he would take:

[If the time is not right], yes. In terms of reorganizing the schools, as far as [ was
concerned, that was the only way to go. But if we'd gone through all these
meetings and done all these things, if there was just a real strong disagreement with
what we were doing, I would have been prepared to back off, but that would have
been back off for now. [But], next year, guess what? We'll go back and we'll do
it again, and if that wasn't successful, we will do it again the third year. So it's not
a matter of those things beirg--if they're really important, it's going to h;pgen, as
far as I am concemed. The question might be when [and not if], and I'm able o
live with the when in terms of that, but I know that it will happen. (Leonard, p. 37)
The development of the discipline policy for the school system reflected concerns
for appropriate timing and for the active involvement of others in its development and
implementation. However, one other crucial consideration guided Leonard's actions: A
fundamental belief in the worth and dignity of children and how they should be treated by
adults occupying a position of authority. While the discipline policy came about because of
the inappropriate use of discretion in disciplining students, Leonard felt policies in his
system were developed primarily to facilitate the use of discretion by others:
Yes, I think they're more that way [i.e., facilitate the use of discretion). They're
guidelines for action rather than being prescriptive. I think by having them that way
you get more the discretion from people, although probably our student behavior
guidelines are fairly prescriptive in terms of identifying problems and altemative
actions and so on, so I can't say that in all cases they're general; they can be fairly
specific too. And it says very clearly in it that corporal punishment is not used in
this district. (Leonard, p. 53)
However, Leonard qualified this view, and believed some prescription was necessary,
particularly in ensuring students were well-served and protected from the actions of others:



There are some things where you're not going to leave any loopholes, and others

where discretion can certainly be used by people. But I think it just depends on the

paﬁu:ula: situation. [ can't think of anything where we've outlined a policy saying,
“Thou shalt not do this”; we just don't operate that way. (Leonard, p. 54)

Two other quotations not only characterized Leonard's views of policy
development and implementation, but also his views of superintending in general. In the
first quotation, Leonard chose to emphasize his positive views of the world and those in it:

thmgs along”' If we've gm a problem haw can we resolve it to rml:: the situation

that much better? So that's the kind of focus. (Leonard, p. 55)

The beliefs in the fundamental worth of people and the necessity for demonstrating
empathic behaviour in regard to their concerns were paramount in the second excerpt:

Yes, [it is important to demonstrate empathy and understanding for others), and

you have to make sure that you don't [do the opposite]--it's very easy in the scheme

of being busy and dmng all those things that you could say that that's insignificant,

but to that person it's not, and you have to watch that. (Leonard, p. 58)

Henry
Like the two previous superintendents, Henry walked a careful line between

process and substance in the development and implementation of policies for his school

statement and the development of annual priorities in determining actions to be taken,
including those in the policy field. By way of process, Henry ensured those affected by
decisions were involved in providing input in the decision process. However, and unlike
the previous two superintendents, Henry indicated that final decisions were made by the
superintendent and the Board primarily because the self-interest of the teaching force tended
to take precedence over the fiscal realities faced by the district and the provision of services
to children:
Cermnly there was discussion and picking and choosing. I involved the principals
in identifying priorities for what we are now in, the 1¢ 2-93 school term. That was
way back in the spring. They had suggestions; not all of them wound up on the
paper. [Deciding what not to include was done] on the basis of, finally, what I
considered most important and what the Board considered most important. You

have to delete some. They wanted to give an awful lot of emphasis 10 providing
additional support structures to teachers who are getting increasingly heavy loads.
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them. The principals cemainly saw a need to provide more suppont. (Henry, p. 12)
The self-interest of the teachers tended to cloud subsequent actions and Henry made
this abundantly clear:

There's a continual outcry [to reduce pupil-teacher ratios], and [we] just wind up
saying, "No, the teacher-pupil ratio cannot fall, because they're in 75% of the
budget. I'm sorry. You're going to have to have an overall PTR of close to 18,
And I'm sorry. Yes, some of them are special-needs kids. Yes, it does increase
your teaching load, makes it harder for you, but it's not getting any easier for
anybody else, either." So that's the way it was. Then at budget time, the crunch
came, and t*~ word came down, "That's all you're going to get for staff. We're
holding the .ff (to] last year{'s} levels.” (Henry, pp. 12-13)

During Henry's tenure in the school district, a major portion of his time was
devoted to the development of policy for the system. His view of the imporance of policy
was captured in the following statement:

As [the] Policy Handbook gets more and more complete, fewer and fewer decisions

have to be made because [the] system is supposed to be policy driven in the first

place, so that's one reason for [me having to make] fewer and fewer decisions.

(Henry, p. 34)

Policy conflicts in Henry's district arose primarily because of self-interest, again
demonstrated by teachers:

[Policy disputes have arisen), primarily with the ATA. As the years have gone by

and our focus has sharpened onto what is in the best interests of kids, [the ATA

policy representative] is violently opposed to that. His orientation is what is in the

best interests of teachers. So we have had many a conflict. (Henry, p. 40)

Henry also emphasized the role of the Board in resolving policy disputes and the degree of
support which he received from the Board in those instances. The stance Henry adopted in

clients--the students. Policy decisions were invariably assessed for rightness on the basis
of "it's got to be what's best for kids; that's the long and the short of it” (Henry, p. 43). In
addition, the real world in which the district functioned had to be taken into consideration:

[Policy decisions must be made] within the constraints of the real world, _lrg:ess
That's certainly finances. We can't put a onc-on-one teacher-pupil ratio. The real
world, the things you can change and the things you can't change. I guess that's

what keeps you sane--the recognition of what you can change and what you can't.
(Henry, pp. 41-42)
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James

James, like all the superintendents in this section, took the view that student
achievement and the services provided to students must be the focal point for any policy
development in the school system. These points of view were not without cost for James,
as he related in his discussions about revising the entrance age policy. However, he stated
the ends and means of developing policy in this area, as in all other areas, could not be
separated and the necessity for taking a strong position on student service had to guide the

process:

(Ends and means] are intricately tied together, and when we looked at where we
wanted to be down the road in terms of an overall improvement strategy, we were
seeing that these were fundamental things that were getting in the road of where we
wanted to be. So we wanted to change them, and that's why the change of entry;
that's why we focused very strongly on the continuous moving of the child through
in more of a continuous flow. We stood out on that and we took a pretty strong
position. (James, p. 12)

Three other policy issues James described provided significant clues as to his
fundamental values and beliefs. The development of a teacher evaluation policy reflected
the importance of enhanced delivery of services to students. However, the teacher
evaluation policy itself was based on the notions of empowering staff through enhanced
self-assessment and professional development activities oriented to individual teacher
needs. In the second policy issue, that of a policy on controversial issues, policy was
developed through a broadly-based professional, community, and political representation
on the Policy Advisory Committee. James hoped that the policy developed by this
committee would represent community standards and remove individual biases from
influencing decisions administrators would make when dealing with controversial issues.

The third policy issue, a student evaluation policy for the district, saw extensive
involvement of administrators and teachers in the development process. Involvement of the
administrators in the policy development was seen as critical and representative of an
environment for decision-making which James sought to create in the school system:

I want to have a trusting environment to the point where--so that if a has a
responsibility for a decision and makes it, that I can trust them with and if
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they've made a mistake, not to crucify or that, to let people live with their mistakes.
The [second] is to work largely by consensus. Not everycne will agree. even at
our administrative level. but everyone needs to have the mpportunity to feel that their
position is heard and feel that even in a decision that didn't go a panticular way.,
fairly comfortable to say. "I had my opportunity.” (James, p. 32)

The process used in developing the student evaluation policy showed the degree of
faith James placed in professionals to make professional decisions:

We sat down, went through it again, and what we have there is basically 1'd say

more their ideas than mine in the sense that they're in the school, and if they felt

strongly about something when we were talking about percentage of marks for

participation, we'd discuss it and come to consensus. (James, p. 33)

James felt secure and comfortable with the policy draft and the effects of its
eventual implementation because of the involvement of the school principals: "I knew |l
was comfortable] because in the student-evaluation policy, the principals are ultimately
responsible for the administration [of the policy] and the evaluation within their schools"
(James, p. 33). In addition, James felt certain matters affecting the district as a whole had
been included in the policy:

They knew that what was required in this policy was a system consistency,
although we had an elementary 'principal in with the junior and senior high
principals. Some things are difterent. So we acknowledged that some things
would be different, but they knew as a given that it wasn't going to be a policy for
this school and another policy for another. It seems no matter what we do, I'm
very much at ease at that kind of thing. If principals can defend something that they

feel strongly about, chances are they're right. (James, p. 33)

One final consideration must be mentioned in regard to James' views of policy
development and implementation, although this view, 100, is highly reflective of his views
on decision-making in general:

I suppose one of the things in the back of my mind in the decision-making process

is always to try and have as much of the big picture as one possibly can, and that

includes your values, spiritual values, belief systems, so that in the end, in making

a decision, whether it's my decision directly or some information to a principal who

has to make a decision who has asked, "What do you think?", I like to see the win-

win. (James, p. 37)

John
John viewed policy in the general context of an agreement where he strove 1o bring

people together to take a consensually developed course of action. He recognized that the



process of planning and, by extension, the policy process, were replete with multiple
interests and multiple demands:

We've got different roles and different expectations. So, there are some natural
conflicts that are there. So, you start to bring this together. To a large extent, I've
often described my job as one of building agreements. Consensus is part of it but
you have to have the agreement and the agreement level varies according to the
group that you're looking at. (John, p. 10)

At the Board level, John felt that the social justification for a policy direction came
from the essential nature of the democratic process itself. Indeed, he viewed his job, as
Chief Executive Officer, as implementing the policies of the Board:

I think in terms of my job, if you look at the superintendent as the CEO,
implementing the policies of the Board, then the justification for an action generally
comes from the fact that you've got a Board that says this is the right thing to do.
You've got a policy, a policy that represents the public will and in public education
we are essentially implementing the public will and we do it through the electoral
process where we get trustees who develop policies. The policies, the goals for the
schools, the objectives, the priorities, all of these come through our school Board.
It's done, I think, in a collaborative sense. We involve members of staff in the
schools through our school principals. We involve the community through various
communications with advisory groups and so forth. But, in the end, it's the Board
that sets the policies which they think is the right thing to do. So, the goals are set

in that way. (John, p. 3)

Consensually and collaboratively developed policies, representing the public will,
and sanctioned by the Board comprised the essence of the policy process for John.
Because of John's faith in the democratic process, he viewed policies approved by the
Board as "right". Those value judgments associated with the content of policy, its
developmental process, and subsequent implementation, reflected the belief that since
trustees were elected by the public to represent them, the will of the trustees was itself
representative:

The value judgment comes from the democratic process. Each trustee will bring a

different set of values. Each of them will be receiving input from different people
in the community with different values and really, I guess, in a public setting, it's a
social justification, essentially, of the goals. And, that's, I think, what the essence
of democracy is that there are these things that are justified in that way. So that

would be doing the right thing  (John, p. 4)
He expanded on this view:

We've got a Policy Handbook here that has a whole bunch of agreements. Evm
single policy is an agreement. The School Board has made an agreement that 1



219

be the policy direction that we will work on. And. that's by simple majority.
Majority rules. (John, p. 1) '

John also articulated a fundumental belief in the necessity tor balancing the
individual rights with the communitarian good in the policy process. As he said,

I think that the two have to work together where you don't et one individual action

work to the detriment of the general welfare and then, on the other hand, the general

welfare shouldn't work to the detriment of the individual. (John, p. §) '

John's views of the policy development process were highly similar to those he
expressed abut decision-making in general. He viewed top-down decision-making in a
negative manner. Similarly, the policy development process had to take into account the
multiple interests of others such that an agreement could be reached for courses of action to
be taken:

I think you will find that the literature, more and more, is starting to illustrate that

the autocratic, giving solutions, top-down system really doesn't work. But, that's

probably more reflective of the style I've always had and I don't think that I'm

called upon to do that more now than before. I think we were called to do that

before. (John, p. 13)

At times, however, John was faced with the problem of disagreeing with a policy
direction established by the Board. Although this general theme has been discussed in
another section of this chapter, the statements John made are nonetheless instructive, since
the statement outlined his fundamental values about approaching and resolving conflicts at
the Board level:

Ultimately, I'm of the view that if I don't agree with the action of the Board, then |

better work as hard as I can to change it and if I can't change it, then [ better stant

looking for another job. I better not stay around here because first of all, loyalty is

a very important part of the operation. You have to be loyal. It's required I think,

from a moral point of view and certainly from a legal point of view. ... The

employer can expect loyalty from an employee. If you can't change it, and you

can't be loyal to it, then you better go someplace else! (John, p. 15)

John was thus compelled, for reasons of loyalty, to support the decisions made by the
Board in policy matters and, indeed, in all other matters.

John also recognized that as superintendent, he did not have the expertise nor the

moral authority to arbitrarily write policies for Board approval without involving others in

the process:



I remember early when [ started in writing policies back as a deputy superintendent,
reading some article about policy writing and saying, “You know, you tell me what
the problems are, and I'll know what to find solutions for.” In getting agreements,
you've got to make sure you get all of those problems out. You've got to get them
all out, and once you get them out, then you start searching for solutions, and
you'll start to find agreements on these solutions, too. (John, pp. 21-22)

policy since the agreement and support of those who were affected by the policies could not
be obtained unless they were pan of the process and had a say in determining the final
substance of the policy. John's discussion of the process used to develop the principal and
teacher evaluation policies reflected his fundamental beliefs in the necessity of involving
those groups in the respective policies. However, he went further, particularly in regard to
the teacher evaluation policy, in stressing accountability as the purpose of the policy as
opposed to the popularly held purpose of improvement of instruction. On this point he was
adamant:

We said, "No way! We are here to ensure a high standard of service, and that's
why we're evaluating. The task is to acquire and evaluate information regarding the
service by personnel so that decisions regarding personnel may be based on
accurate and current mfﬁﬁnaum. and may support a high standard of service.

That's why we're doing it." Well, that scared people half to death. They withdrew
from the notion, so there's a lot of conflict. The ATA said, "The school ipal
shall not evaluate,” and ours is quite clear here: "The principals shall.” gmc
overcame all of these things, we built the agreements, and then the school principals
threw in. In the end, I suppose, they respected the authority that [ had and they
said, "Yes, we'll do it because we have to do it." (John, p. 34)

John's leadership in the policy development process required that he possess the
ability and willingness to determine the differing views of multiple groups. Afier analyzing
these differing views, he determined a course of action representing something which both
reconciled the multiple interests and went above those interests. This philosophical
orientation was very important to John, but he also felt the philosophical had to be
tempered by the pragmatic--what was going to work in these times and places:

lthmkitsptmhemngnalloutmdldennfym;dgmﬂemfymgdie

mission, and makin sureﬂmﬂmsezmlsw:yammﬁmtofynummﬂ clear.

Whenyoup andénmmmg.yuumakemﬂmym that this

nn ;‘:ﬂlthatyour:wurkmgm\vlrds.mdym;etpeuplembuymmm ‘(John,
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Finally, as the story of the teacher evaluation policy showed, John also had deeply
were too important to abrogate to the collective wisdom of multiple interest groups.
George

Early in the interview George established a point of view in regard to policy
positions adopted by the Board. Noting the Alberta School Boards Association had
adopted a policy position advocating no public financial suppont for private schools,
George knew his Board felt compelled to support such a position. However, he chose to
advocate a broader point of view which emphasized parents’ right 1o choose the form of
schooling to which their children were entitled at public expense. For George, policy
issues had at least two sides, and he sought to inform his Board of the interests inherent in
cach:

In looking at my role and mlkmg to trustees, and coming back to the issue of private
schmls. Iy to say to thern There are two s:des to this qu:sunn The ASBA has

suppcse that's brmgmg my 'values and what I think I am and my role is, I think, to

make them better trustees, to make them well-educated representatives of the

educational community so that when they go talking about issues, they are aware

that most of them have two sides. (George, p. 3)

George often hearkened to the necessity for consultation and collaboration to
achieve common direction and commitment to change from those most affected by the
changes. He attempted, with the best of intentions, to make a unilateral change to the
format of the policy handbook but teachers objected since the alternative format would have
seen policies placed on a computer disk, readily susceptible to change. Teachers wanted
"hard copies” of the policies. In addition, teachers Ir' . ‘=d the move a top-down, central
office strategy not necessarily consistent with the stai.  hilosophy of consultation and

Bgyand these beliefs, George also advocated that a strong sense of caring for others be



reflected in policies and in actions taken as a result of policy implementation. However,
George also emphasized the role of logic and rationality in determining those courses of
action:
I think the first step is the knowledge, what are we talking about? Let's first of all
agrec. We're talking about changing our [one of our programs). Let's first of a'!
understand what the changes involve, and to that end, there's a 30 page paper
wandering around this place that says this is carefully thought out. What's there is
sound. So I first of all focus on the issue. Let's understand. (George, p. 32)
Consistent with his views on involving others in decision-making, George
recognized the desirability of involving others in the policy process as well to achieve a
more balanced view of the “facts":

Oh, I'd love to say facts. Good facts and bad facts and in-between facts. Gray
facts. I try to stick with facts. I'm not dumb enough to think that my fact is not
another person's fiction or fantasy or whatever. (George, p. 34)

However, George also provided more information about what he considered when
making decisions--integrity. Although he re-emphasized the roles of logic and facts, he
was quick to highlight integrity and a strong desire to do what was best for students:

Good God! 1 only think logically. My facts are not necessarily somebody else's. |

like to think there's some integrity about this, a wholeness about that sense of

integrity that if it's gcod for kids, that's probably a pretty good test. If someone
can come in and say, "But, this is good for kids", I don't have any problem with
that. I get a little bit concerned about the kids. If a teacher comes in and comes

through [the curriculum] area somehow or another and says, "I'd like to do things
dnfferemly I'd ry to facilitate. (George, pp. 34-35)

George placed significant emphasis on the importance of trust between the
superintendent and the Board throughout his interview. In a similar vein, he felt this trust
had to be modeled to others in the system, through the policy system for example, so that
policies could be facilitative and emphasize the use of discretion rather than being directive
and coercive. George had two criteria for determining if policy was needed:

Do we need it? That's the first thing. If it isn't broke, don't fix it. God, that book

is 600 pages o thick. [ don't know how to get out of it! And the second thing, I

suppose, is does this free someone to do something? Does it really put someone in
a strait-jacket? (George, p. 36)
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When asked if he attempted to balance the ability to exercise discretion with the regulatory
aspects of policy, George noted he "would lean very much in favor of discretion. Maybe
give the guy enough rope to hang himselt™ (George p. 37).

Thomas

Thomas articulated some fundamental beliefs very early in his interview which
tended to be reflected in both the process and substance of policy development, content,
and implementation. The first belief related to a definition of professional success:

[ guess the ultimate success for me in my professional life would be that every staff

member that [ work with, at some point in time, is confident and is happy and feels

success in what they're doing and is given the freedom to expand to the point that

they feel they want to, that they're able to. (Thomas, p. 11)

This view reflected a belief in system enhancement and capacity-building rather than
in regulation and direction. Second, Thomas pointed to the mission statement as the
driving force behind all actions taken and decisions made by individuals in the system.
While Thomas viewed the mission statement as a long term goal for the system, he also
saw its greatest impact was in shaping a focus for others and himself.

Thomas described a critical policy incident which arose in one of the district schools
over reporting student achievement. Thomas believed staff in the school had made a
decision reflecting only educational concems. In addition, parents were not involved in
developing the reporting procedure and felt their interests had not been recognized. A
conflict soon developed between the parents and the school staff and the conflict was based
school and the administration” (Thomas, p. 30). Acting as a facilitator rather than a
mediator, Thomas became part of a process which sought extensive input from staff,
parents, and administrators on the most desirable reporting procedure which met both
professional and lay concerns. While the time used in the process was somewhat extensive
(over a year), Thomas felt significant benefits accrued to all parties during the process:

What came out of it was parents’ und:rsmndmf that evaluation is not the repont
card, that evaluation is a much broader thing. It involves a whole lot more things

than just the report card, and that was probably the most single issue that came to
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light that made people understand and say, "Yes, you're right. We do have
opportunity to meet with the teachers at any point during the year outside of
scheduled parent-teacher interview times. We now know how teachersdo
assessment.” They never really saw it in that fashion before. (Thomas, pp. 30-31)
Thomas emphasized fact, logic, and rationality in making all decisions. However,

and after further questioning, Thomas spoke of another major consideration in the decision
process, especially in regard to policy content:
When we develop policy here, questions that are asked by our Policy Committee
when we're recommending, we're always taking into account the Catholic
perspective? What's right? How is it going to impact on people? (Thomas, p. 48)

In this regard, and unlike many superintendents who worked in the public school system,

development and implementation of policy in his system. The overall concept of morality,
based on strong religious convictions, influenced others and was modeled by
administrators and policy makers in the system:
You know, I could probably count on three fingers of one hand the teachers that
I've been exposed to in this system that might fit that category [i.c., teachers
wanting what is best for teachers as opposed to wanting what is best for students),

but I would say that the majority of the group that I've been fortunate enough to
work with here, first and foremost, it's kids. (Thomas, p. 48)

Peter
Peter outlined some fundamental beliefs and prejudices guiding his perceptions

the policy process. Early in the interview, Peter expressed frustration and some degree of
outrage over the degree to which others did not live up to expectations and chose to place

mentioned in another theme, Peter spoke forcefully of his own mission which was reflected
in his actions, even in the policy context: "My objectives still revolve around what we can
P. 12). The financial situation his district faced was a major constraint in achieving this
best for students, but Peter chose to view it as a challenge to make changes in the manner in

which instruction was delivered to students. In this regard however, expectations which
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"I think in education, we've made certain things sacrosanct” (Peter, p. 12). The sanctity of
these expectations was made manifest in the self-interest of others, who were demanding
greater involvement and input in the decision-making and policy initiatives in the school
district.

Peter did not view this increased involvement as a negative--indeed, the input
obtained from others served to increase understanding of the different positions advocated
by different groups in the school system. The policy process reflected both pragmatic and
principled points of view:

Now we have parents, we have staff, both the centificated and non-centificated, as

well as administrators, trustees, myself, and Secretary-Treasurer sit on a Policy

Development Committee, and lots of input there. Support-staff members enjoy

being able to have direct input into policy. Lots of them, they agree with their

regular staff members, but there are some that they have a personal interest in.

(Peter, p. 38)

The policy committee structure was used to develop all policies. The structure had
particular benefits for the jurisdiction and for specific interest groups:

We find it very effective because the discussions become far reaching, but the

people who sit there get a real feel for the culture, and they get to hear me talk lots
of times and they say, "Oh, that's why they've done that” or, “That's why they

developed that policy." (Peter, p. 38)

Thus, involving others in the policy process assisted in understanding the different
positions of the various interest groups within the school jurisdiction. However, the input
process did not equate to decision-making since this was reserved by the Board and the
administrators. Peter cited an example of a policy the teaching staff wanted the Board to
adopt.

The proposed policy was to increase teacher preparation time to 150 minutes per

interest groups in general, but the teacher group in particular:

When we send something to the Board, the Board may--and in 99% of the cases
does--accept it the way it comes, because they have representation on the Policy
Committee as wel), but in some cases the Board said, “No, we see it a little bit
differently. Maybe we should rework it” or, "This is the way we‘rigeing to end

up.” Like the one policy the staff never did agree to, and that’s cal d p
'l%ey wanted 150 or 200 minutes a week, or whatever, and | just sdid, "Sorry,




can'tdoit.” So we ended up with a policy that they have never really accepted and,
of course, periodically bring it back as part of their collective agreement. But |
don't anticipate, especially now in today's time, that it's going to change all that
terribly much. I promised them that we will attempt to meet a 120 minutes a week,
and until you hear from me, that's what we were going to be staffing on. Now,
other staffs get more than that, but some staffs get less than that, but I said that's
what we're going to work on. (Peter, p. 41)

However, in specific areas, such as those involving personnel changes, Peter was
much more pragmatic and, perhaps, more skeptical:

[Involving others in] decision-making, and there I said to the staff, "You can

understand sometimes, then, why we can't have everybody involved in making

decisions when it comes to personnel changes, because everybody looks at their

own job." Like I said, I would do the same. It's from my perspective, and what's

good for me is what I'm going to vote for. I'm quite pleased; I guess I have
enough respect going for me that people have kind of accepted what I've said.

(Peter, pp. 39-40)

Peter spoke of three other fundamental values which guided his actions in policy
and in all other areas. The first related to the degree of trust which the Board and others
placed in his judgment and recommendations. As he stated,

I guess I've been around long enough that people have said, "Well, I guess his

record is pretty good. This is not the first year he's done it.” I guess they figure,

"Well, he's been around for a while," so I guess that's where experience kind of

comes in handy. (Peter, p. 48)

Notwithstanding his credibility and the trust shown by others in his judgment, Peter felt he
was still obligated to speak strongly on behalf of students and the tenets of Catholic

education when the Board was making decisions: "I've taken them to task sometimes.

I've said, ‘'Hey, you guys, you don't treat each other right. This is a Catholic organization.

We should be treating others in a Christ-like manner'” (Peter, p. 48).

The second belief and which, to a certain degree, was reflected in the first, was
Peter's emphasis on the tenets of religious faith. Policy development and implementation
were based on essential views of decision-making: "Most often, [decisions are based] on
what I believe is best for kids in Catholic education, and that's a principle I hold very
dearly” (Peter, p. 54). He also felt he must use "Christ-like values or Christian values,
Gospel values” (Peter, p. 54) in decisions he made although this latter consideration was

226



[ ¥
[
~d

done literally without conscious thought "because it's just there automatically” (Peter, P
54).

The third belief reflected a concern for logic and rationality in analyzing situations
as much information about an issue and to determine "where he or she is coming from"
(Peter, p. 54). Once this was done, Peter indicated he

trfies] to balance that against my experience, what else has happened, and certainly,

of course, bringing into, almost like a filter, the School Act or other legislation or

legal aspects. Of course, our Policy Handbook is also more or less like a legal

document. Then, trying to make a decision from there. (Peter, p. §3)

The Interpretive Context
The opportunity for these superintendents to provide directive leadership through

the policy process and policy content certainly existed. However, the superintendents

point where decisions could most effectively be made. One superintendent specifically
viewed policy as means to enhance the value that teachers placed on their work, enabling
them to contribute to worthwhile purposes, and creating a sense of pride and
accomplishment in their work. For this individual, success of others was enhanced
through policies which created an overall culture in the system, emphasizing a sense of
purpose transcending self-interest. Another superintendent commented that the
implementation of a new policy profoundly impacting the delivery of education was
characterized not by the top-down directive model, but, rather, by having those most
affected develop the implementation strategy.

These superintendents, all of whom were expected to play an integral part of the

resolution of policy issues (e.g., the teacher evaluation policy, the principal evaluation
policy, the student evaluation policy), modeled a moral tone for the school system and
reinforced its purposes. As in all other areas, but especially in decision-making, the actions
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of the superintendent could not be viewed in the context of a "one-man show". The
involvement of others was critical for these superintendents for reasons both pragmatic and
principled.

These superintendents knew the constraints of time, expertise, knowledge of all
situations, and the demands for the involvement of others in making decisions about policy
which directly affected them precluded overly large impacts being made by the
superintendent on policy development and implementation. Invariably, the mission
statement for the school system became the focal point for policy discussions, subsuming,
to a certain extent, the views of individual superintendents. Unfortunately, some
superintendents spoke of the predominance of self-interests over the purposes of the school
system. In these instances, there was less sharing and consensus on policy issues and their
resolution and more direction consistent with system beliefs and concern for the "bottom
line" benefits to students and financial viability of the system. Generally, however, the
shared values embodied in the mission statement for the system were used to guide policy
discussions. These values were used to generate greater personal commitment from others
to the resolution of the issue and to increase empathy and understanding for the positions of
others.

The importance of the overarching goals and values of the school system, which
also reflected the values and goals of the superintendents, cannot be understated. It was
these values and goals which defined what was to be offered to students and the broad
processes used to deliver those services. When policy conflicts arose, it was these goals
which shaped the process of issue resolution in the school systems. The mission
statements emphasized the importance of developing students’ abilities and capacities to the

fullest extent possible. However, these superintendents recognized the unique contributions

Thus, these superintendents were quick to resort to processes inferred in the mission



statement and involved others in the resolution of issues in general, and, for the purposes
of this analysis. some policy conflicts in panticular,

Changes which could be achieved through the development and implementation of

guidance and change. Just as importantly, policies were always viewed in the context of
the mission statement for the system. By inference. it is conjectured that unless the policy
helped to better achieve the broad goals of the system, changes in organizational structure,
operations, and basic "rules” would not occur. As one superintendent noted, a prime
consideration or the development of policy was, "Do we need it? If it isn't broke, don't fix
it" (George, p. 36)! A further consideration applied: Policy changes had to be viewed in
terms of the long term benefits which could accrue to the school system and to its clients.
All of the superintendents described major policy changes which were seen and believed to
improve significantly the services provided to students. These major policy changes were
not achieved without significant cost for the superintendents involved although to a person,
they fought strongly for the policies since the policies were related to student opportunity.

Timing of policy changes was also critical for these superintendents since they
realized the success of policy initiatives depended upon the circumstances in their systems
and the willingness of others to commit to the initiative. This is not to say, however, that
policy was governed by opportunism. On the contrary, the superintendent had to
determine the values and interests of others to determine if initiatives stood a very good
chance of being implemented. Empathy for the values and positions of others was seen to
be essential in identifying, promoting, and defending policy positions. This empathy,
perhaps even in those cases where self-interest was expressed, was translated into actions,
goals, and objectives reinforcing shared values. Also in this context, the superintendent
had to know when to "push” and when to "let things ride”. Conveying a sense of urgency
was desirable but not at the expense of all other aspects of the system.
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In many cases, desired policy initiatives could not be undenaken because of
shortage of funds in the budget. Surprisingly, most superintendents chose to view this
limitation as a challenge rather than a constraint, and they actively sought other ways to
achieve what was deemed to be most important. It was in this area that the belief in others
to offer suggestions and input became miost evident. This view was consistent with the
view expressed by superintendents that policy should serve to enhance and build the
capacity of others in the system. By involving others directly in suggesting policy
alternatives and alternative ways to achieve a specific policy initiative enjoying the
commitment of others, the superintendents could achieve success. Notwithstanding the
expressed belief that policy should serve to enhance and capacity-build, some
superintendents felt there were some things which were too important to leave to the
discretion of others. As one superintendent noted, "There are some things where you're
not going to leave any loopholes, and others where discretion can certainly be used by
people” (Leonard, p. 54). What those areas are is a subject of interpretation, but the areas
they identified dealt with legal requirements, appeals of process, student discipline, and
financial management which is subject to external audit.

Finally, the policy process was governed by the same values expressed by the
superintendents in every theme in this chapter. It must be assumed that the values of
others, a sense of purpose, and honesty pervaded the policy process.

Summary
development and implementation of policy. Imbedded in these concerns for process and
substance were fundamental beliefs and values which included:

1. An overarching sense of purpose which was to provide the students in the
system with the best possible education. This sense of purpose was used to defuse
incidents in which self-interests of others seemed to become paramount at the expense of



those who were to be served. This sense of purpose was reflected in the mission statement
for the school system.

2. Trust and credibility. Superintendents relied extensively on the trust and
credibility which they had build up over a period of time to convince both the Board and
others of the desirability for particular policy actions. Those superintendents involved in
the Catholic systems related this trust and credibility to their own religious beliefs and the
modeling of those beliefs in the actions they took.

3. Facilitative and system enhancing policy as opposed to directive and regulatory
policy. Superintendents chose to view their positions as facilitating the actions of others in
pursuit of system goals and mission. A number of superintendents indicated a strong
desire to facilitate the use of discretion through policy so that those closest to the decisions
which had to be made through policy could make those decisions.

4. A strong desire to involve others in the development and implementation of
policy. Superintendents discussed a formalized policy process which involved the Board

or a committee of the Board, interested or affected parties, and the superintendent. This

regard to the former, these superintendents felt it was advantageous to have others provide
their perspectives on issues before actions were taken. This facilitated understanding and
empathy for other positions. Secondly, those who were involved in drafting and

In regard to reasons of principle, these superintendents viewed the policy process
as an avenue to emphasize the fundamental nature of their school systems and the view that
school systems existed to serve the best interests of students. However, all recognized the
opportunity for advancement of self-interest existed in the policy development process
although the degree to which self-interest was expressed varied considerably from system



The superintendents, by virtue of their position, were expected to provide
leadership in the policy area primarily by working with the Policy Committee of the Board.
Itis in this vital area that beliefs became paramount for the guidance provided depended not
only on logic, rationality, and analytical skills, but also on the purposes of the education
system, understanding of and empathy for the positions of others, and, in the case of the
Catholic superintendents, basic religious principles including caring, compassion, and
Christianity. Finally, it is in the area of leadership that the superintendents demonstrated
values-driven leadership--leadership consistent with who they are and what they believe.

Theme Six: Management and Leadership of the Superintendent
Introduction

Superintendents occupy the highest position within the local education hierarchy.
However, the literature has shown that the appearance of a significant amount of power and
authority accruing to the position is complemented by an equally distressing trend for local
trustees, community groups, and professional groups to attach significant blame to the
superintendency for things which go wrong and for general dissatisfaction with the overall
course of events occurring within the system. Are they “lightning rods" for discontent?
Despite the demands for significant time commitments to do the job and the impact of these
commitments on other aspects of their lives, do they continue to like what they do? If so,
why? Perhaps a more fundamental question which needs to be asked is why they do the
job they do?

Luke

Luke believed a willingness to leam new things was absolutely important for him as
it allowed for the exploration and implementation of alternatives to the traditional delivery
paradigms for educational services. He viewed bringing people together in an environment
where they could interact with a minimum of conflict, focusing on providing students with
the best possible education, as his greatest accomplishment in the superintendency. In this
context, Luke viewed the strategic planning process as highly desirable and necessary since



the agreements reached resulted in the commument of educational stakeholders to the higher
purposes of the system. Thus, self-interest became secondiry to serving others,

Luke expressed a strong belief in the necessity for planning, on a yearly basis, so
that priorities could be shaped for the school system. In this context, he experienced some
degree of frustration in securing the cooperation of the Board since the Board did not attach
the same importance to planning. Reactionary resolution of issues rather than long term
planning tended to detract, in Luke's opinion, from system effectiveness since there was
not an established consensus as to what was to be done. While Luke viewed the absence
of systematic, annual planning by the Board as somewhat undesirable, it also provided him

and other members of the administrative team with the opportunity to pursue directions

authority, Luke was governed by the philosophy of trying to do the best possible things for
students. This philosophical orientation was also used in reconciling the differing interests
of teachers, particularly in regard to contractual negotiations, with those of the school
system. The adoption and implementation of the principles of Total Quality Management
were viewed as essential in modeling the belief that the student is the customer of the
educational system.

Luke adopted a more facilitative, consultative, and bottom-up style of decision-
making since he believed that, in most instances, those affected most by decisions should
have significant input in making those decisions. Inherent in this approach was the belief
that those making the decisions had to be trusted to do the right things and that the right
things would be done without excessive direction from the superintendent’s office. While
Luke advocated at the Board level for increased involvement of others in decision-making
and action planning, he was prepared to intervene should things go wrong.

Leonard

Leonard believed modeling was very important for a superintendent, for through

this modeling, he demonstrated a commitment to both private excellence and public duty.



Noting he sought to be the best he could be in his personal and professional life, he

attempted to achieve this "best” through cooperative actions and well-developed methods of

devising communication programs, both formal and informal, Leonard felt that this
modeling function was being met. In addition, because Leonard felt a strong sense of
responsibility for what happened in the school system, this "bottom-line” responsibility had
to be met through supportive and facilitative actions in which the exercise of discretion and
autonomy were paramount. After recounting a story in which his career and personal
aspirations were dealt a blow, Leonard articulated a belief that if commitments are made,
then those commitments must be met.

Leonard emphatically stated that his prime belief in providing the best services to
students within the constraints encountered was a commitment he sought to meet in
concrete, definitive ways. In this regard, numerous initiatives were undertaken in his
school system. However, the success of these initiatives was always attributed to a "we"
as opposed to a "me" orientation and actions taken were based on a collective,
interdependent notion, rather than on an individual basis. While Leonard felt a strong
sense of ownership and pride in the accomplishments of the school system, he sought to
promote this feeling of pride in all of the educational stakeholders in the jurisdiction.
Modeling his belief in the primacy of services to children was clearly evidenced in the
selection process for a teaching position.

In the following except from his story, Leonard commented on his views of the
importance of selecting only those teachers who he believed were the best available:

Spendmgagrcatdcalofumemhngsuredxatyuugﬂmeverybcstpam

available to teach creates an example, even though it's something you

fundamentally believe in, because those people are going to be with you for a long
time. They're going to impact a lot of kids with their teachers. But it also shows to
them and 1o others that it's really important that you do things well and that you
spend time on your belief that people are really important in your system, so you
select carefully. If people are creating problems within the organization, you get rid
of them quickly but with concemn for human dignity, but you don't keep peopie t
are creating problems either. The only way you have a good system is that you
keep building and you keep developing it.




I know in one situation where we were looking for a science teacher, a
chemistry teacher. that we had gone through the process of interviewing
extensively. We started out with reference checks and so on. We got it down to
o penplc who were really top-notch as far as we could see, and they'd gone
through our in-depth interview, and we checked references out and so on. We just
couldn’t decide on which one. The principal was involved with me in terms of that.
So what we did is, we had them teach a lesson. (Leonard. pp. 60-61)

By having prospective staft members teach a lesson, Leonard was, in effect,
teaching his staff a lesson about his beliefs in both the importance of teaching and the
importance of providing quality services to students. In addition. Leonard reaffirmed the
value of human dignity in his actions. The story continued:

It came down to that, so we set up a lesson and a class, and they each taught a

lesson for us, a 40 minute lesson, and then we were able to make the decision on

that. Now, some people in the system said, “That's absolutely ndlculous that you
would do something like that,” and I just said, "It's too important not to”, and |
think that really impacted a lot of people. They felt very badly for these pccple who

were put through this, because that was kind of unheard-of. (Leonard, p. 60-61)

The lesson taught to the entire teaching staff was that

[it showed them] we do care who we get, we do care who we select, and we are

going to go to any means to make sure we get the best person [to ensure that our

expectations for excellence, strengths and how they deal with people and students

are met]. (Leonard, p. 62)

Henry

Henry expressed a strong desire to serve children and thers. He de:« ribed himself
as a "doer” (Henry, p. 9) who "walked the image of the cowboy" (Henry, p. 9), and
maintained a high degree of resolve to accomplish highly difficult tasks. The resolve,
however, was tempered by a high degree of patience and a "love for people” (Henry, p. 9),
reflected in the relationships he maintained with others.

Henry, a self-described highly competitive individual who sought to achieve his
personal best in the superintendency, stated he liked to win, but winning was not
accomplished at all costs since the fundamental values he acquired in his religious
upbringing caused him to maintain a focus on the feelings of others. The drive 10 have a
positive impact upon others through service was a dominant theme in Henry's

conversation. Not only did this prompt him to become a teacher and to seek a senior



administrative position in the local educational hierarchy, it also prompted him to offer
service within the community in which he lived. "Leaving the woodpile a little higher than
he found it” (Henry. p. 5) was a saying which appropriately described his point of view on
this area.

Henry recognized a sense of mission was not only very important for himself as he
carried out his duties, but also for the school district, since this mission represented a drive
toward perfection. Recognizing perfection was.unaminablc did not stop Henry from
attempting to attain it not only in his own practice, but also in the services provided to
children in the District's schools. In this sense, mission, both of a personal and a system
nature, provided the basis of decision-making in the areas of policy development and
implementation, student programming, staffing, budgeting, and evaluation. The
superintendency allowed Henry the position and influence to do things, to be the
"cowboy"”, to instill a sense of mission for serving others, and to strive for a degree of
perfection in this service.

Henry addressed the issue of the importance of education and his role in ensuring
that the importance was conveyed to others. However, conveying the importance of
education caused Henry to experience some conflict in his personal life: His spending long
hours at his desk affected his family life. However, he was not prepared to leave his office
at a "normal” time since the superintendency “dominates and takes over your whole life"
(Henry, p. 6). When Henry chose between staying late to be in schools during the day,
over avoiding the schools to complete his office work and get home at a reasonable time, he
clected to do the former. The rationale for the choice was simple: "You can't be sitting
here going through your in-basket during the day. If you did that, you should have your
head examined. You can be more effective by being out in the schools, interacting with
principals, visiting classrooms, communicating with trustees” (Henry, p. 7).

However, the in-basket work still had to be done so it was done in the evening. As
Henry said, "[While the in-basket ranks in priority towards the bottom], if you haven't got



L
"
~J

it done for the next morning, you're in trouble” (Henry, p. 7). Maximizing influence was
far more important to Henry than taking care of routine matters during the day. For Henry,
"being incarcerated in the office was not smant” (Henry, p. 7).

The conscious decision to work the long hours was based on priority use of time:
and informal contacts with principals, teachers, and trustees, Henry completed his
paperwork in the evenings, thus sacrificing time with his family. This desire to serve may
have also stemmed from his image of himself as a "doer” or as a "cowboy", one who does
not shirk responsibilities.

Notwithstanding of the importance of Henry's and the District's mission, at times,
the interests of others tended to be advanced at the expense of the clients to be served.
Henry specifically noted that teachers often demanded increased support systems as they
carried out their own professional roles. Often those interests could not be met since, in
Henry's estimation, they did not have greater importance than the children to be served.
Henry was also highly conscious of the bottom-line in budgeting in attempting to balance
the interests of the teaching staff against those of the school district. He noted that if he
was to be unable to maximize the use of fiscal resources, the Board would probably find
another superintendent who could.

Henry also noted as superintendent, he must be proactive in the communication
process since he was uncertain that appropriatec messages, particularly those about the

rationale for decisions of a budgetary nature, were being given by field administrators to

office was tenuous at best, prompting Henry to adopt his proactive stance in discussing

with staff and the public the decisions made by the central administration and the Board.

influence others.
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James

James expressed a strong desire to win--a competitiveness--and the
superintendency provided him with this opportunity to win in serving others: "Winning
isn't the only thing, it's everything” (James, p. 5). Both personally and professionally,
James was motivated by a strong desire for improvement--finding new ways of doing
things better. He felt this attitude helped him in his professional life as it motivated him to
move beyond satisfaction with the status quo.

James also noted that one of his primary tasks was to formulate and articulate a
vision for the school system. As an educational leader, he was able to do this. James
worked extremely hard to get others to share the vision for the school district so that the
vision was owned by others rather than being espoused only by the superintendent. In this
sense, James perceived that he was criticized for advocating his vision to the extent that he
did not listen to the concerus of others. He argued however, that the mission and vision

had to be "held out there' (James, p. 8) for all to see to guide actions taken to ensure that

Although James worked extremely hard to take steps to achieve his vision and to
make improvements, he was highly conscious of the necessity to take care of the mundane,
“"administrivial” aspects of the superintendency relating to the day-to-day operation of the
school system. Feeling obligated to demonstrate efficient practices in the operation of the
school system, James developed and implemented a comprehensive system to follow-up on
decisions made at regular Board meetings. Tasks were assigned to various individuals and
times established for the completion of those tasks. In addition, James felt that decisions
should be made by those closest to the decision. This relieved him of the burden of making
unnecessary decisions and allowed him to maintain a focus on the vision and to ensure the
administrivia did not get in the way of the "bigger things we want to do” (James, p. 7).

To a very large extent, James defined success by the degree to which others were
touched by both his personal vision and that of the school system and then adopted these




visions as their own. Shared visioning was to be accomplished through two processes: (a)
sustaining the vision by supporting others in their attempts to achieve it; and (b) developing
highly interrelated. In these processes, James viewed himself as the orchestrator,
establishing direction through a careful analysis of where the system was at any point in
time and developing consensus as to where the system wanted to be. As he stated, "1 see
my job as having a role in knowing where we are and, in a sense, helping people to see
where in fact it is that they are going” (James, p. 4). With regard to the latter task, James
was strongly influenced by the literature dealing with the future and the skills, knowledge
and attitudes which today's students would need in order to be successful in this future.
John
John discussed, very early in his interview, the importance of building agreements
in his school system. In the political sense, this agreement building process represented the
pulling together of the diverse threads of interests in the system to weave these threads into
a cloth which represented a finished product which was more than a momentary affectation
with fashion. Both process and substance were important for John as these agreements
were built:
I think success was making agreements, and when | make an agreement I feel good;
when I'm searching for it I feel bad. Where we're scrambling, we're scrapping,
we're parrying, we're debating, we're weighing, we're discussing--all of that is
unsettling. When you get it all together and you tie up the agreement, whether it's a
small one individually, or a big one, whatever it is, certainly at that point in time
you feel good. There's a bit of a high that you get out of it. (John, p. 19)
Not surprisingly, John viewed success as building these agreements:

Success is a value and being successful 1o me means finding solutions to problems

When we're dealing with problems, it means designing systems that will work. It
means implementing systems that will work. It means doing the job right. Doing
the right things right. (John, p. 3)
These shared agreements were sought in matters as diverse as setting directions for the
school system, evaluation of personnel, developing policies, and the resolution of

conflicts.



While pragmatism was very evident in this comment, John also indicated more was
at stake:

I think it's got to be sorting it all out and identifying the goals, identifying the
mission, and making sure that those goals way out in front of you are really clear.

When you go ahead and do something, you make sure that you understand that this

1ps .13 Etjml that you're working towards, and you get people to buy into it. (John,
Another comment also indicated John's importance in using principles to make decisions:
“I think being principled is the basis to work from in the end. It really bothers me to hear
people make a decision only because it will work, it's the easy way out” (John, p. 37).

John recognized the need to adapt to changing times, situations, and needs and, as
superintendent, he could not rest on his past achievements in the hope these would carry

him through. As he stated, "You're always going to be looking to the future in terms of

However, assessing the needs and planning to address them took into account the
multiplicity of roles and expectations of different people interacting with and affected by the
school system. Again, John stressed the importance of building agreements, bringing the
different views together so that consensus could occur. Conflict in this process was not
resolve by compromise, for John took a very dim view of compromise as a tool for conflict
resolution: "If that's the end, if you stop at compromise, forget it. You've got to take it to
the full area where you agree and say, 'This may not be what I wanted in total, but I agree
this is the best we can possibly do given all of our circumstances™ (John, p. 14).

At the Board level, John felt he must demonstrate loyalty to Board decisions and
that if he did not agree with a Board decisions, he commented, "Then I better work as hard
as I can to change it and if [ can't change it, then I better start looking for another job.
Loyalty is an important part of the operation” (John, p. 15).

John's basic administrative style was consultative in nature. As he stated, "We've

always used the collaborative team-work approach, but you spend more time in it now
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because there are more people who want 10 have their say, and less people were willing to
have their say in those days. I don't resent it. [ think it's important” (John, p. 22).
Leadership by direction, in the old sense of top-down, autocratic decisions-making by the
superintendent, was not viewed as desirable or workable. John preferred leadership which
was based on the values of “collaborative decision-making, team-work, shared decision-
making. It's rather curious to me that people are starting to talk about shared decision-
making today as though it were something new and its something that we've been doing
here all along” (John, p. 26).

These values were also evident in actions taken to reduce expenditures in the school
system. As John stated, "The justification comes out of the fact that it's necessary, that
you've sought other alternatives, and you didn't set out with the intent of maintaining the
determiners of John's actions and true to his value of involving others and building
agreements as to courses of actions, the budget was reduced: “We built that agreement.
The agreement was that you can expect less, people; you had a choice to make, so you're
part of this too. It wasn't done without your involvement in the decision” (John, p. 26).
Inherent in the decision process were the values of faimess--in this sense, fairmness was
treating all the same--and social justification--the action was absolutely necessary given the
fiscal circumstances faced by the school system.

In relation to assessing the degree to which the priorities influenced principals in
developing their own objectives, John commented, "You know, it's really remarkable how
these School Board priorities influence us” (John, p. 30). The elements were also reflected
in the process and substance of principal evaluations in the school system. Both the
principal and the school developed annual action plans which were based on system
priorities and objectives. By monitoring the principal’s course during the year, corrections
could be made to ensure both process and results were appropriate. As John stated,

"We've built a team that's going in the same direction, and it's seen to be fair” (John,
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p. 29).

In a similar vein, the teacher evaluation process reflected values-driven leadership:
"We are here to ensure a high standard of service, and that's why we're evaluating
[teachers). The task is to acquire and evaluate information regarding the service by
personnel so that decisions regarding personnel may be based on accurate and current
information and [support| a high standard of service" (John, p. 34).
George

In discussions about priorities and objectives, George was very clear that there
were priorities for the school system and for himself associated with being the
superintendent of schools. With regard to the former, George placed greater emphasis on
the importance of strategic planning than he did on the mission statement for the school
jurisdiction. While he viewed the identification of the mission statement as a political
process, the development and implementation of plans consistent with the mission
statement was the job of the superintendent. In this context, George believed his job was
to facilitate the teaching and learning process and he tended to be more action oriented than
philosophical.

George believed results could be best obtained by establishing firm expectations for
others and by carefully selecting those with whom he worked in an administrative capacity.
While George recognized the pursuit of perfection was desirable, he also recognized it was

impossible to achieve: "I just expect perfection [and] obviously, we never reach it"

this "best”. For George, seeking feedback from others rather than directing the change was
very important. Supportive behaviors and empathy for the effect potential changes would
have on individuals also characterized George's actions in dealing with others. A reflective

practice perspective had shown George that "cogitating” with himself was an inapp
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method of determining options and solutions to problems. As he stated, "I'd rather have
you tell me” (John, p. 12) was a belief he regularly relied on as he carmied out his duties.

George's strong views of the superintendent as educator led him to exercise
directive and values driven leadership in the context of his dealings with the Board.
Direction was provided by offering alternative points of view, from an educator's
perspective, even if those points of view were different from the commonly held political
point of view of the trustees. Politically astute, George sought to influence not only
incumbent trustees, but also those running for office by providing them with information
representing the goals, objectives, mission, and financial affairs of the system. Certainly
not all of George's efforts in this area were altruistic--he also had to look after himself
given his rule that he would never be fired again. His statement, "Maybe that's part of the
bluff" (George, p. 5) applied well to his situation. In other words, he wished to create an
impression of openness, sincerity, and trust in the minds of the political leaders about both
the system and himself.

Since George placed a high value on relationships, and keeping matters on issues
rather than on the personalities involved, George worked diligently with the Board to
provide direction on issues resolution, although he was uncertain as to the motivations for
his actions: "My motives are again suspect because I don't know if I'm of the opinion that
if trustees fight with each other, sooner or later I become the battleground so it's in my
interest to go out and do what I can to get them to understand each other” (George, p. 6).
His qualification of this statement later in his story provided more clues as to George's
leadership style with the Board: "I do work at having harmony in the personalities so that
they can talk about the issues and understand each other” (George, p. 7).

George's views on leadership and management were made very clear in his
discussions about the effect the new fiscal realities would have on education. He was
somewhat fearful of the increased control which could be placed on school systems by the

province if cutbacks had to occur. In order to better address this issue before measures
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were imposed on the system, George sought to communicate extensively with the teachers,
making them aware of the potential for cuts and their impact. However, George also
recognized the reality faced by his school system over the amount of money spent in
maintaining lower pupil-teacher ratios. As George stated, "If there's any discretionary
spending, it's in there. Right now, we're being told [there's not enough kids in front of a
teacher], and I suppose that in another year, there will be more” (George, p. 13).
Controlling expenditures by reducing staffing levels was to be a major challenge for
George but he thought that dealing with this challenge could be accomplished more easily
by emphasizing what the purposes of the school system were, establishing clear objectives

and priorities, and maintaining a focus that the system existed to provide students with the
best possible education.
Thomas

For Thomas, success was determined through services to children and through
providing opportunities to others to be successful in what they did. As he said,

I guess success in my professional place, would be to have every kid that we touch

in this school system achieve to the ultimate ability that child is able to. I guess the

ultimate successes for me in my professional life would be that every staff member
that I work with at some point in time is confident and is happy and feels success in
what they're doing and is given the freedom to expand, to achieving those
successes to the point that they feel they want to, that they're able to. That 1o me
would be our ultimate success, and I guess that's achieving totally our mission

statement, but as I say, I'm not an idealist either. (Thomas, pp. 11-12)

Thomas strove to establish an environment in which the success of others could occur.
This environment was characterized "by everybody working together toward the common
goal that we share” (Thomas, p. S).

Thomas exhibited some fundamental leadership values in two significant cases in
his story. The first involved the right of non-resident Catholic students to access a Catholic
education within his school system. The second involved dealing with teachers who chose
not to follow the basic mission and focus of the school system.

In the first instance, Thomas took a political stand because of his moral outrage

over the manner in which students and parents who resided in another jurisdiction were



being treated by the public system. While he was unable to work directly in the political
information necessary to make their case to the public system. Ever cautious not to be seen
as advocating for the minority only to have his school system viewed as benefiting
financially from the potential formation of four-by-four separate districts which would seck
amalgamation with his district, Thomas, nonetheless, felt a strong responsibility to "help
those people realize their dream to have the right to educate their kids in a Catholic school

system" (Thomas, p. 13).

was discussed, the people were told, "We would go to the extent that we would supply
them with any information they needed but I said. 'Any guidance or leadership, I'm sorry,
but I just have to back off' " (Thomas, p. 15). In assessing the actions taken, Thomas
commented,

I felt that what I was doing was right, and it wasn't done in isolation either.

Everything that went on or that was unfolding I shared with our trustees to geta

sense of where they might be in this whole thing, how they might feel, for instance,

if these satellite districts were to request or petition this Board to amalgarnate,
because that group needed to know that as well. So although there was no formal
motion passed, I asked our Board at a meeting last fall, "If these Boards were to
form and if they were to seck amalgamation, could I get some sense of your feeling

as to whether or not you would entertain amalgamation in those areas?" and, 10 a

person, they agreed unanimously. (Thomas, p. 22)

Justification for the actions taken and Thomas' leadership in those actions were
expressed very simply: "It was based upon the right to Catholic education as opposed to
resolving our financial difficulties by promoting them to form as a tax grab” (Thomas,

p- 27).

taking classes because of perceived academic deficiencies. Taking the direct approach with
the Board, Thomas apprised trustees of the difficulties and sought their support for actions,
even if termination was involved and despite potential political fallout. Process concemns

were also shown in the manner Thomas chose to deal with the staff. Rather than
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confronting individuals, Thomas sought consensus from the school staff on the importance
of the mission for the school system and how that mission should be put into operation.
Thomas supported the school administration in the meeting:

The bottom line was, my concluding statemnent to that group was, I took a copy of
our mission statement and I identified two people on that staff who really, I
thought, had difficulty buying into our mission, and that was their problem. They
were concerned about Cduumng only the brightest and best kids, and they saw that
administration was giving them a tough time because they were saying, "Kids have
aright to fail,” and if a kid wants to challenge a course and he's had the prerequisite
to that course, he or she has a right to fail. (Thomas, p. 35)

Thomas confronted the school staff with school district expectations and suggested
some individuals had some very fundamental choices to make:

I took the mission statement and went to this meeting and I said, "I've come to the
conclusion that we're varymg personalities, but there are differing beliefs that we
cach have," and I said, "You must understand one thing: You're teaching in the
[this school system] and you people developed this. Every one nf /ou sat in

meetings, and you developed what is stated on that document,” Thelditup. I
said, "I have no ownership in this, but when I came here I had to buy into it. I had
achoice,” and I held it up. I'm lmhng at two particular individuals, and they
knew what was going on, and I said, "You know, my preference would be that you
made that similar choice, [but] if you can't buy in, then you opt out rather than me
makmg that decision for you." I said, "I prefer to operate that way. It's cleaner;
it's less traumatic for anybody. Let's deal with it in that way."

I had two pec:ple take me up on the offer. They came in and they resigned,
and they said, "We can't buy into the--" and I said, "I respect you for being up
front and honest with me." We parted friends. There was no difficulty with it
whatsoever. They left, I got a call back from one later on, and they thanked me
because I helped this individual get a job in a setting that I figured would be most
appsrgpnate for them, and it was in a purely academic challenge program. (Thomas,
p. 36)

In taking the stand he did, Thomas gave a significant message to teachers: The
school system existed to serve students and teachers did not have the right to deny, in any
way, shape, or form service to those students. He also demonstrated concern for process
in both the discussions and the outcome, holding teachers themselves responsible for their
actions as opposed to imposing a solution which could have been attacked.

Peter

Peter believed that he became a superintendent because he could potentially affect
more people by directly affecting those who provided the services to children.
Acknowledging that "we have a tremendous responsibility when we work with our young™
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(Peter, p. 19), Peter's own efforts in planning, budgeting, modeling, setting goals and
priorities for the school system, designing and building facilities. policy development,
cultural integration, recognition of differences, and religious instruction and the practice of
the Catholic faith in the schools revolved around this fundamental belief. Committed to a
service orientation, Peter felt that if he should ever lose the desire to serve children 1o the
best degree possible, then he "should get the hell out [of this business] (Peter, p. "

Peter, like all other superintendents, demonstrated directive, political, and values-
driven leadership. Not surprisingly, the values-driven leadership stemmed from his views
of the superintendency outlined in the preceding paragraphs. In addition, Peter, unlike the
other Catholic superintendents, frequently mentioned the imponance of the Catholic faith
and its basic tenets in determining what he did and said in exercising values-driven
leadership. Much of this emphasis was discussed in the first theme of this analysis.
However, the degree of morality which Peter demonstrated in this leadership component
was substantially different from that of others and it deserves further mention. Peter's
belief in the three C's of Catholic education (Caring, Compassion, and Christianity) heavily
influenced him in both leading and managing the school system.

This was not to say, however, that Peter was not influenced by other more secular
concerns, primarily those of a fiscal, societal, political, and a personnel nature, as he
sought to provide what he believed “is best for kids in Catholic education” (Peter, p. 54).
In a fiscal sense, Peter felt that "we don't believe the resources are available for us to be
able to [offer services] as well as we would like to; plus, the impact of the breakup of the
family has had a profound effect on education” (Peter, p. 6). These constraints caused him
to focus on those things which were most important in his Catholic education system. In
this light, as mentioned in a pervious section, his signposts for decisions were not to
degrade the dignity of an individual, not to harm a child's chances of being successful, to
use objective facts available, and to account for biases of the decision-maker.
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Directive, political, and values-driven leadership were evidenced in Peter's
approach to his Board. As he stated, "I want the Board members to know where I'm
coming from, and I will often just simply say, ‘We do things differently in Catholic
education’ because usually, when new Board members come in, they've got kind of a
business slant to things" (Peter, p. 47). In addition, Peter offered other advice he gave to
the Board: "You know, in Catholic education, sometimes we don't do things that make the
most business sense. When you're doing it for children, sometimes you've just got to do
it" (Peter, p. 47).

In a manner much like George, Peter felt he was able to exercise such leadership
with the Board because he was trusted and viewed as credible. This allowed him to take a
stand with this Board over the matter of staffing when a trustee suggested Peter did not
appropriately handle a teacher’s request for a mutual release from contract. As he stated,

that was a real conflict, and finally toward the end of that conversation I said, "I

think you're missing the point here. 1am responsible for staffing. Quite frankly,
my dear, I don't give a damn what you think.” He said, "I was wondering when

you were going to get to that." (I told him this] because I was getting annoyed.
(Peter, p. 51)

Peter effectively demonstrated aspects of his leadership style in dealing with a
number of personnel issues. In all instances, Pet.r was able to provide a message to the
individual concemed and to others about expectations for performance, how people should
be treated, and how important the Catholic nature of the system was in making decisions.
One case however was somewhat different since Peter felt outraged over the manner in
which the individual, who was a principal, treated a child and a teacher through
inappropriately using discretion. Given his comment, "That's where [ would set the
standard [for the use of discretion] as being much more rigorous for a principal and even
more rigorous for a superintendent” (Peter, p. 30), the feelings of antipathy for the
individual can be understood but, in light of his comments about the three C's of Catholic
education, the antipathy is somewhat surprising as well.
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The Interpretive Context

All superintendents, because of their position in the educational hierarchy, have
significant power to shape and determine organizational goals, develop and implement
policies, allocate resources, engage and reassign staff, and distribute information such that
particular ends are met. However, the ways in which power 1s used, in these instances, is
testimony to the leadership and management styles of the individual occupying that
position. In addition, the degree to which the superintendent establishes and maintains
relationships with others in the organization may represent a medium of exchange, a form
of power, to be used by either party, in seeking ends. The manner in which self-interest is
viewed--as an aberration or as a fact of organizational life--will determine, to a large extent,
the behaviour of the superintendent or, for that manner, any individual who occupies a
senior management or leadership position.

The superintendents in this study recognized they could respond in one of two
ways: By making unilateral and directive decisions, in concert with appropriate policies
developed by the Board, in as many areas as possible, such that control of the educational
enterprise was rigid, oriented toward compliance and rule-following; or by recognizing
authority in the educational enterprise was fragmented and beyond rigid control, expertise
was dispersed among varying partners in the organization, information necessary to make
decisions was not always readily and immediately accessible by the individual dominant in
the hierarchy, negotiation will occur to ensure various groups can maximize their access to
resources, and that decisions can be made by those closest to the decision who have the
relevant expertise, interest, and information. The latter point of view required recognizing
that the skills needed in decision-making are developed over time and that mistakes can and
will occur.

These superintendents recognized that those involved directly at the delivery level
had greater expertise and were closer o0 the problems and the clients than they were. In this
light, they used the expertise of others to identify problems and potential solutions and



governed by faith--faith held by the superintendent in the abilities of others to make
appropriate decisions commensurate with their skills and authority and commensurate with
appropriate accountability mechanisms.

In schools which have been characterized as managerially lose but culturally tight,
these superintendents recognized that the fragmented nature of the school system required
them to be orchestrators, managing the diverse and fragmented interests of others such that
they could be directed to accomplish broad organizational goals and much more specific
organizational objectives. As the school system has become more diverse and complex,

and as authority and responsibilities have become more diverse and incapable of direction

direction and control.

Notwithstanding the limited ability to control and direct in an active fashion, these

the educational organization. By setting, usually in a consultative fashion, the
jurisdiction’s goals and objectives, these superintendents helped others to achieve high
performance in providing service to students and other clients of the education system.
However, it is also important to recognize the overall mission or goals of the system were
determined, largely, by the times in which they were developed. Thus, they too changed to
reflect emerging realities. Changing goals and objectives required flexibility but the overall
mission, which served to unite the efforts of others, was still the over-iding source of
strategic and tactical planning decisions.

The superintendents spoke of the necessity of developing annual objectives and
priorities for themselves and the school system as a measure of the progress made; the
results orientation in Alberta required this be so. They questioned whether it was
appropriate to set objectives for others, knowing full well the very process may set off a
chain of reactions based on the seif-interests of others which could be counter to the best
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intentions of the superintendent. Thus, negotiation of the specific objectives became a
critical activity such ihat there was a mutual commitment to the objectives as opposed to
compliance with objectives set for schools or personnel in the system. Through this

negotiation, consensus and teamwork emerged, flexibility was achieved, and individual

human elements such as morale, leadership, individual knowledge, and the ability to
exercise discretion were not only respected, they were viewed as essential components of
effectiveness. Hence, these superintendents did not simply develop and analyze strategies.
They assisted others in analyzing information and making decisions by managing the
overall context in which those decisions are made.

Political leadership for these superintendents was also achieved by negotiating
structural or systemic changes within the organization. They recognized the "stakes" for
the other parties involved and they recognized secondary effects for those individuals as
well. Thus, there was a need for significant information about the values, personalities,
and preferences of others. Approaches which maximized support and minimized resistance
were sought and, at times, pragmatism, as evidenced though identifying satisfactory
solutions (i.e., the best that can be obtained at this time) rather than the best, was as
important as principles. However, these superintendents chose to use what was best for
students as the maxim for evaluating decisions they and others have made. Negotiated
settlements with others tended to model what was to come: Principles were reflecied in the
negotiated settlements which served as precedents for future problem-solving in similar
areas. Conflict was recognized as counterproductive rather than energizing, generally
destructive rather than constructive, and led to winners and losers. Again, the maxim for
evaluating decisions and negotiated settiements must be stated: Actions taken and decisions
made had to reflect what was best for students. On this point, there seemed t0 be no
negotiation for the superintendents.



One aspect of political leadership stressed a highly pragmatic point of view, and the
superintendents tried to find things which would work. In this realm, rationality seemed to
drive the decision process and efforts were expended to determine opposition to and
support for alternatives, the stakeholders in problems, identification of alternatives based
on lowest degree of potential conflict, identification of ways to maximize the impact of
decisions throughout the organization, and determination of win-win strategies and
solutions for those who were most critical to successfully implementing a solution to a
problem.

Considerable emphasis was given the process of issue resolution--almost as much
as upon the substance of the issues involved. Leadership was determined, to a large

extent, by the superintendent's vision, negotiations with multiple parties, adjustments to

their actions and vision. Rationality was one aspect of the leadership dilemma. A truism
may be appropriate: If the philosophical orientation, advocating that a mind (or, by
extension, people) becomes (become) detrimental when its (their) intellectual capacity
surpasses its (their) integrity, reflects a danger when rationality and intellectual analysis are
used exclusively in leadership, something else is needed as a balance.

For these superintendents, the political dimension of the school system could not be

overlooked but neither could political issues--those which focused on process--overshadow

sought to do, and the importance placed on the individuals in that system and those on the
outside who interacted with it. Leadership was viewed as mobilizing others to accomplish
higher purposes than those attributed to simple self-interest. Consequently, far more was
required to have others commit, focus, demonstrate energy, and creativity in the work they
do as opposed to ensuring the provision of simple contractual exchanges where people
provide a service in retum for some extrinsic reward. These superintendents knew that the
material and extrinsic needs of employees must be met and that other intrinsic needs,



including creativity, exercising initiative and discretion, recognition for work Gone,
problem-solving and decision-muking, pride, and accomplishment also had to be met.
Leonard rade this abundantly clear in his story and others inferred that it was these
intrinsic needs which, when met, provided and ensured superior performance and
commitment to the work being done. Hamessing the hearts and minds of staff was the task
which often fell on the superintendents’ shoulders. It is in this area that values most
strongly influenced the leade~ship of the superintendents.

One aspect of this values-driven leadership was addressed in the first theme: The

educational system operaies much like a family or a community where norms, values,

developmental fashion. These fundamental beliefs represented the manner in which both
the superintendent and others determined problems, devised solutions, and then made
decisions. Most importantly, these beliefs revolved around relationships between people
and they have a sense of moral character--treating others right because as individuals, they
should expect no less. Values exhibited by the superintendent thus influenced the
behaviour of others, particularly as others attempted to achieve the mission of the school
system.

The superintendent's behaviour set a moral tone for the education system and
reinforced its primary aims. Nowhere was this action seen more clearly than in the
decisions which the superintendent made or in the decisions which others were encouraged
and supported to make. Decisions reflected the basic values of the individual and of the
organization, but the superintendent could not make all of the decisions. While the values
of the superintendents were reflected in decision-making and in relationships with others,
the sheer magnitude of their work and their constrained ability to influence directly and
physically all aspects of the educational system required a sense of commitment from others
to something which went beyond the superintendent.
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The educational system itself and its aims had to engender a sense of loyalty and
commitment from others such that the institution itself was worthy of support from others.
In effect, this leadership was transformational leadership and values such as trust, integrity,
faimess, and respect for the individual were used to develop and improve communication,
decision-making, relationships with others, and evaluation of individuals and services
provided.

Values anticulated and modeled by the superintendent served to attract well qualified
teachers, and engendered in others a sense of commitment to and fulfillment in their work,
ultimately resulting in improved services. Commitment underpinned the resolution of
difficultics and problems which arose in the normal course of events. Developing and
maintainir.4 this commitment was predicated upon articulating and inculcating a higher
sense of purpose for the education system--what it was all about, what principles guided its
operations, and what unique contribution it made to the education of students. Short term
objectives resulting from the necessity to resolve immediate problems were often forsaken
in light of the higher purposes and long term benefits. What was critical about the
fundamental philosophy built on values is the values and mission must be shared.
Common purpose was seen to win out over self-interest.

Beliefs reflected an order of preference and imp e: The student and the parent

were to derive service from the employees and the system, since both exist to do just that.
ﬁe values in both the mission statement and the education system's operations were
defended by these superintendents and rarely was their defense delegated. They watched
over, monitored, and used the values and mission statement as the criteria for evaluating
success. Consequently, these fundamental values were simply too important 0 be
protected by others. By inference, assigning responsibility to others to do this could have
communicated a message to others reflecting a lack of commitment on the part of the

superintendents to those very values. Rather, the values were to be emulated, respecte
and used by others in their own decision-making and problem-solving.



Values were present in the management and structural characteristics of the school
system. In regard to the notion of decentralized decision-making, values were clearly
evident. Local initiative was fostered, bureaucratic rule-following was discouraged, and
the fair and just treatment of staff and students were expectations for all. The rationale
behind such an approach was relatively obvious: If others in the educational enterprise
shared the values articulated by the superintendent and as reflected in the mission statement
and general objectives for the system, decisions made by others would reflect those values.
Further, the self-interest, expressed predominately by one major group in the enterprise--
the teachers--may be subsumed or, at least, lessened as they too attempted to serve students
in the best possible ways.

This did not mean however, that the values and feelings of groups--even teachers
who followed positions based on self-interest--were not respected or viewed with a degree
of empathy. It did mean that these values could not be the focal point of the educational
system; the system had to serve a higher purpose and this higher purpose had to be
communicated by the actions of the superintendents. Again, shared values were critical in
assessing progress and determining actions to be taken.

To what extent must the superintendent be visibly seen or have a high profile in this
arca? For many of the superintendents in this study, it may have been less critical for them
to be involved in incidents where significant values issues come to the fore than to have
aeveloped the capacity in others to use values similar to those articulated by the
superintendent and adopted within the organization. As was pointed out, the
superintendents could not be physically present, because of the exigencies of time and
circumstance, at all meetings held to discuss problems or to make decisions. Rather, this
presence was felt in other ways. Knowing when to be involved in what were seen 10 be
major value issues was more important than being involved in resolving all issues. In
cither instance, a message was given (o others--a message based on the fundamental values
of the superintendents and their school systems.
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These superintendents established a direction which those in the system chose to
follow. The direction was more important than being s«en to lead others, in a direct and
visible fashion, as they proceeded to accomplish specific ends. Thus, clear statements
about what the superintendents wanted for the school system were established,

communicated to, and internalized by others who did the day-to-day work in the school

worked extremely hard to see that they were reflected in the organization on an on-going,
daily, regular, and systematic basis. They worked extremely hard in their systems, many
experiencing personal sacrifice in terms of their own time and family, to ensure things
happened. Thus, a remendous ownership was felt by the superintendents to affect, in the
strongest and most positive sense possible, the affairs of the system. Their school system
became an extension of themselves and reflected what they believed and held most dear.

Finally, espousing ideals, while necessary, was not necessarily sufficient to ensure
they are adopted and used by others as a basis for their own actions, Decisions made and
problems solved demonstrated or modeled those fundamental beliefs, values, and ideals. It
was in this fashion that integrity was paramount--a wholeness or consistency of what they
believed being put into practice. Much like parents must aver the practice in raising
children by advising them to "do as I say and not as I do", these superintendents practiced
consistent with their beliefs.
Summary

Without exception, all of the superintendents in this study experienced major
difficulties in implementing educational change within their school systems. While this has
been explored in another theme, it is useful to note that the superintendents who could have
responded in a unilateral manner and directed change, albeit with limited success since
compliance is significantly different than commitment, chose to recognize the diverse nature
of the educational enterprise and actively involved many others in the discussions about the
educational change, the ramifications of the change on both the delivery personnel in the



mutually acceptable resolution to the issue at hand. Further, the attitude held towards
making mistakes by those to whom decision-making authority had been devolved was best
characterized by trust, faith, honesty, and a lack of fear of repercussions.

Certainly there were tendencies toward the pragmatic and consequentialism in the
actions superintendents took, but it can also be said actions reflected a strong value base.
One of the most critical components of thei: values base was the emphasis superintendents
placed on providing students with the best education possible. Peter's own views of the
matter can be applied globally to the other superintendents in the study. He noted if he
should lose the desire to serve children to the best degree possible, then he “should get the
hell out of the business” (Peter, p. 20). However, while the depth of feeling in this
comment represents commitment to the clients, it did not mean a lack of empathy for those
who provided the services. Indeed, Peter again highlighted the views of other
superintendents when he indicated to the Board that the preconceived notions of business,
bottom-line accounting and evaluation, and the directive approach in effecting change could

not be ruthlessly applied to the delivery of education.
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Chapter Five
Summary, Reflections and Implications

Introduction

This chapter contains a summary of the research problem, design, and findings of
the study; a discussion of the relationship of the literature to the research findings; personal
reflections; and recommendations for further research.
Summary of the Study

The general purpose of this study was to derive insights about the decision-making
and problem-solving of superintendents and the role their personal and professional values
played in each. These insights were obtained through an interpretation of the descriptions
and meanings provided by eight superintendents to the researcher through a series of

interviews and data analysis.

understanding of the nature and roles of values in supeﬁnlendem problem-solving and
decision-making, the researcher involved eight practicing superintendents in a discussion
about their beliefs, philosophies, practices, and the actions which they had taken in the
context of their daily work environment.

This study was premised on two basic assumptions. First, it was assumed that
éducamrs. regardless of the capacity in which they work, are involved in judging and
deciding what ought to be done. In judging and deciding, as Codd (1989) stated, "whether
they are determining ends or means, they cannot escape the commitment to values; neither
can they ignore the careful appraisal of the facts pertinent to each decision" (p. 160).
Bringing these two components together produces the responsibility criterion that is very
important in education, Effective and professional educational administration must,
therefore, involve responsible deliberation and decision-making based upon educational

principles, values, and facts.
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Second, it was assumed that values are crucial determinants of effective decision-
making and problem-solving behaviours of the superintendent. Educational leadership, as
Codd (1989) stated, “entails commitment to a set of educational values and principles for
practice. These values and principles do not constitute a body of doctrine or a particular set
of beliefs, but rather a disposition towards rational reflection and deliberative action which
is fundamentally philosophical in nature” (p. 161). In this context, values therefore
become highly significant in determining the desirability of ends and means and become a
criterion or a standard for guiding individual actions and thought, for influencing the
actions of others, and for judging one's own conduct. Therefore, while the actions taken
by superintendents, in and of themselves, are very imponant, the basis of and for these
actions becomes more important than the actions themselves.

In attempting to determine what personal and professional values superintendent
espouse, five questions served to guide the study:

1. To what extent do the values held by the superintendents influence the
identification and selection of priorities for the school system?

2. How do superintendents provide for the debate and containment of values
within the political arena of the organization?

3. How do superintendents resolve, within the administrative process, those value
conflicts and value dilemmas that occur in the school system?
| 4. What, in the minds of superintendents, constitutes good and right administrative
action in the context of specific issues and policies?

5. What cooperative actions do superintendents take to realize the attainment of
values within the school system?

Other questions were added as the study progressed to allow for exploration to
occur.

The study used a naturalistic, phenomenological approach in which the emphasis
was placed on deriving meaning(s) from lived experience, borrowing others’ experiences



and their reflections upon those experiences to arrive at an understanding of the deeper
meaning of experience in light of total experience. While a series of questions had been
developed to guide the data gathering, flexibility was used during the data gathering to
allow for and accommodate the interactive aspects of the interview process.

The purposes of using an interview approach were twofold: (1) The interview
provided a means for exploring and gathering experiential material which facilitated the
development of a rich and deep understanding of a phenomenon; and (2) the interview
served as the basis of a conversational relationship between the interviewer and the
interviewee about the meaning of an experience.

Ten superintendents, all of whom were known personally by the researcher, were
invited to participate in the study. It was felt that the intensely personal nature of the study
and the questions to be asked of the participants required a pre-existing relationship
between the participants and the researcher. However, the researcher was extremely
careful to ensure that personal knowledge of the participants did not negatively influence or
prejudice the interview process. The participants were asked if the prior relationship
between researcher and participants was disadvantageous and their responses indicated the
relationship facilitated the interviews since the trust factor was very important to them.

Of the ten superintendents who were asked to participate, nine readily agreed and,
of these nine, cight were formally involved. An in-depth, tape recorded interview was held
Wixh cach participant and each interview lasted for two hours, with several taking more
time. This interview was the primary data gathering strategy and all interviews were
conducted in the offices of the participants. At the conclusion of the interview, the tape
recordings were transcribed by a professional transcriptionist and a copy of the transcript
was sent to each participant to verify the conversations. For those who requested it, the
tape recording itself was duplicated and returned to the participant along with the transcript.

Data analysis began immediately after each interview. Tape recordings were played
and replayed in an attempt to draw essential meanings from the conversations. When the



categories, and clusters of conversations which were illustrative of the themes. The
transcripts were later used to develop a story for each participant. Analyzing the tape
recorded data immediately after the interview was extremely helpful in using the trans ripis
to write an interpretive story for each participant. From all eight stories, six broad theme-
emerged. Stories were retumed to each participant to ensure that the researcher's
interpretations were reasonable, accurate, and maintained the pnnciple of anonynuty.

The eight superintendents who participated in the study came from a variety of
public and Catholic school systems, in both urban and rural environments. Each of the
superintendents had completed a master's degree, one had completed a doctoral program,
and one had nearly completed doctoral requirements. Their length of tenure varied from
five years to over 20 years and the average tenure for all participants was approximately 12
years.

Findings of the Study

The findings were reported under six broad themes:

Personal and professional values. The superintendents reported that the
demands of the superintendency had a pronounced effect on their own families. Seven of

the eight superintendents noted the family was singularly important in their lives, in both a

the job, the family would win out. While this was a noble statement, the truth of the matter
was singularly different.

Clues were also given as to why family was so imponant to the superintendents.
The role of the superintendency made it difficult for the superintendent to establish deep
personal relationships with colleagues. Hence, the family remained the single source of the
deep and lasting relationships individuals need. The loneliness felt by those at the top of
the local educational hierarchy required a support base be established somewhere else--in
the family itself. A second finding about the value of family and the effect of that value
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upon the practice of superintendents can be seen in the way they cared about, interacted,
and collaborated with others in the school system. In much the same manner as a parent is
seen (o have an obligation to influence children, the superintendent wished to influence the
activities in the school district such that appropriate modeling behaviour could be
demonstrated to teachers and that they were perceived to be fair, honest, and trustworthy.

Without exception, the superintendents in this study noted the time commitments
demanded by the job were such that the family suffered. Despite conscious attempts to
limit the all-consuming nature of the supenntendency, the superintendents continued to give
to the position and to take time from the family. The 60 hour work weeks, the atiendance,
both mandatory and informal, at numerous meetings, the demands to balance budgets yet
simultaneously provide effective and excellent programming, dealing with trustees
especially when relationst ™ vith one trustee out of seven may not be solid, reconciling
diverse political interests, and continually advocating for children in their systems have all
caused superintendents significant stress. Yet, they still wished to continue as
superintendents despite the toll the job exacted. This motivation may well be traced to their
strong sense of personal mission and vision oriented to providing service to students and
managing their systems effectively.

The desire to serve carried with it significant personal and professional coe
particularly if widespread political agreements could not be obtained from either the Board
or the community over proposed educational change. However, the commitment to the
position was not easily abandoned. One superintendent, who was heavily criticized and
whose wife had to bear the brunt of these criticisms, and despite his wife's wish that he
quit and take a teaching position in a remote area of Alberta, demonstrated commitment to
follow through on his initiatives because he believed them to be right for students. The
degree of rightness was obviously not felt by the community where he lived and worked.

Perhaps the most important finding in this area is that these superiniendents felt they
operated from the same value base in both personal and professional settings. They saw
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themselves as highly integrated in their personal and professional lives, thus providing
them with a clear sense of direction not only in terms of what they did, but also in terms of
thinking of the effect of those actions on others. None admitted to wearing a "company
mask” and a "home mask” in appropriate settings. In this context, sincerity was especially
important. Practicing what one believed at home and at work was extremely important in
the superintendency.

Directly related to the previous comment is the need the superintendents felt for
personal integrity--acting in a manner consistent with personal beliefs and the desired
vision for the organization. The notion of "it all depends”--situational imperatives--cannot
be said to apply universally to these superintendents, for to have followed this philosophy
would have meant a diminution of themselves. One superintendent, however, strongly
commented on the need to consider situational imperatives particularly in resolving
educational issues within the community. This consideration was not related to expediency
or pragmatism, but rather to the application of ideals within particular times and places.

The superintendents were continually confronted with balancing demands for
process and substance as they carried out their roles. In this context, but particularly in
regard to substance, standing up for what they believed was seen to have dramatic
consequences, not all of them pleasant, for the superintendents. In no other area were the
consequences of the dialectic between process and substance more apparent than in the

amount of stress which the dialectic generated for the superintendents. Because process

over the substance, the end of the decision. What became even more critical for the
superintendents was serving an elected Board whose members were so convinced of
pleasing everyone with both process and substance that both became subverted. The
consequences for both institutional and superintendent integrity assumed magnitudes
unknown and unappreciated by almost all others, except other superintendents, in the
education system.



Increasing politicization, in any endeavour, but especially in education, occurred
when process subsumed substance and what the relationships were to accomplish within
the organization were viewed as more important than the relationships themselves. At the
Board level, the superintendent was consumed with working with trustees, attempting to
reach a psychological accommodation wherein dar.iaged relationships would be tolerated
because the end sought was important in maintaining consistency with stated organizational
goals and values.

However, these superintendents, in order to survive, had to pay due and careful
attention to process, particularly in dealings with the Board. Both informal and formal
methods were chosen to exercise process. With informal methods, both trustees and others
in the system could be guided with a minimum of formal bureaucratic structures and
strictures. The informal processes were indicative of values in action, since the informal
process paid close attention to the way in which values influenced and affected how people
treat each other, make decisions, and solve problems. Formal structures tended to work
within bounds established through standard operating procedures--policy and accepted
practice within the educational system--and expectations established through rules.

Standard operating procedures could often come into conflict with a simultaneous
need to allow others to make decisions in their own environments subject to some
situational imperatives indicative of the circumstances. However, standard operating
broccdurcs and policy did not address all situations encountered in the daily life of the
school system in general. When decisions had to be made and policy could not provide the
appropriate guidance for determining actions, discretion was encouraged and facilitated.
However, this discretion was guided by something more fundamental: the values held and
articulated by the organization in general and by these superintendents in particular. Again,
substance and process were closely linked.

However, the danger is that process, particularly at the political level, may win out
over substance. Self-interest of the teaching force and other school jurisdictions, clearly
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illustrated in the stories, was the primary charactenistic in areas where process dominated.
Notwithstanding these examples, substance was also demonstrated in an attempt to
counteract, to varying degrees, the self-serving attributes of process.

The superintendents, in an attempt to inculcate more substance, often increased
process, particularly at the Board level, to ensure political information obtained by trustees,
could be countered by other political and correct information. While attempting to direct
more substance, they were in effect, increasing process through increased checks and
balances.

In those areas were process and substance collided, the superintendents determined
which issues were most important and they devoted efforts to resolving them. The formal
and informal processes in the school system allowed a means by which the superintendents
could keep others focused on their own jobs and ameliorate the distractions which could
occur over major issues. Again, the behaviour of the superintendents assumed major
importance, and contact with others, both formally and informally, served to give messages
to others. What became critically important for superintendents when focusing substance
was their knowledge of education itself. It was this knowledge which provided for
empathy of others’ positions and for a commonality of direction, based on shared values.

It enabled the superintendents to find out what problems were being encountered and to
relate these problems to the knowledge they possessed. Simply being perceived as
knowing by others could cause fewer conflicts and less stress since others were reluctant to
press their own cases to the limit. Knowledge might also have allowed the superintendents
to direct the actions of others, not necessarily a desirable state of affairs, in those cases
where directive action was necessary to resolve an issue.

Issues of substance were debated and resolved through a variety of other strategies
which included, but were not limited to, working with others in small groups or
individually, offering reasons for decisions made, reorganizing when and where necessary,
identifying clear responsibilities for others, using the informal and formal structures in the



system to enhance communication, providing autonomy to others to make decisions closer
to the impact of the decisions, and taking action in those instances where the performance
of others was less than adequate. By focusing on substance--concrete, identifiable,
important, value-laden, and critical issues--the superintendents did not negate the
importance of process but recognized substance was far more important, particularly in
sending messages to others about the business of the system a.d how the services were 10
be provided.

Focusing on substance required integrity and emphasis on some fundamental values
which included ethical standards, belief in the ability and capabilities of others, trust,
vision, delegation of authority and responsibility with the concomitant accountability, and a
basic belief in the validity of one's own vzlues which underpinned decisions. Despite the
fundamental beliefs reflected when emphasizing substance, the superintendents often
second- guessed the actions they took. Unfortunately, the questioning often occurred
because of the process used in making and implementing the decisions.

‘The most critical areas faced by the superintendents involved decisions with
personal, political, and personnel overtones, especially when the Board was involved. The
data have shown that there was no simple prescription to be obtained through interpreting
their actions for others to follow in similar circumstances. What did emerge, however, was

the careful use of judgment, reflection (though not to the degree expected), often

serve as a guide. All of these however, were grounded in some fundamental beliefs about
what was right and proper, not necessarily just in specific circumstances, but what was
right and proper generally. They also determined to what extent more specific processes
needed to be put into place to resolve situations. This determination was based on
expanding the opportunities for others to more actively participate in the decisions which
affected them and upon the necessity for providing services to the clients of the school
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system. Because they valued simple over complicated processes, substance could be
achieved readily with greater commitment.

This was seen in the attitudes the superintendents expressed toward localized
decision making rather than bureaucratic decision-making. Stretching the strengths of
individuals was far more important than bureaucratic rule following and applying sanctions
when rules were not followed. Communication was fostered through informal rather than
formal means since memoranda, over-reliance on reports, and regularized meetings, while
necessary for communication, were not necessarily sufficient to deal with issues. These
superintendents felt that communication could become stilted, less than candid. emphasize
process rather than substance, and encourage conflict rather than its resolution.

In those instances where conflict was inevitable and compromise was the potential
solution to resolve the conflict, the superintendents chose to confront the issue rather than
compromise on something which was seen to be extremely important. Confrontation and
conflict we = viewed as necessary aspects of taking new directions which would provide
better quality service to the client of the system. Handling the confrontation anvi conflict
revealed significant values of the superintendents.

First, the superintendenis demonstrated an absence of a heavy-handed imposition of

giving orders may have reduced the confrontation, in many instances, giving orders could
ﬁcx and did not represent either a practicable or a principled approach to resolution. In fact,
giving orders or directions would have served only to exacerbate the issue since the root
causes would not have been resolved. Further, such an approach would not have been
reconcilable with the attitudes expressed :\bout maintaining the dignity of others, a concemn
for the feelings of others, or a concern for empowering others in their own work.
Focusing on issues rather than process meant that issues were far more important
than the personalities of the persons involved. The superintendents tended 10 focus on the
issue rather than the personalities of those involved, particularly if those involved were
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employees, parents, or students. Unfortunately, at the Board level, personalities often
became the issue, and a superintendent was caught in the middle of trustees or, more
unfortunately, in the argument that the superintendent's personality was the issue. In these
cases, fault-tinding on the part of trustees became the issue. Qutside the formal
organization, others often used their political influence to convince trustees that the
personality of the superintendent was the issue underpinning actions perceived to be
negative for children, teachers, and other stakeholders in the educational enterprise. In
these cases, the superintendent was forced to rely on the good will of other trustees who
chose not to be swayed by the political machinations of other trustees and political
proponents. Indeed, an anomalous situation existed: The superintendents were expected
by trustees to focus on issues rather than personalities and to reward and recognize the
actions of others; simultancously, trustees did not, in some cases, demonstrate such
behaviour toward the superintendent. Notwithstanding the absence of loyalty demonstrated
toward the superintendent, universally, the superintendents expressed a strong loyalty
toward their Boards.

The superintendents also expressed a strong desire to have open, frank debate on
issues. Decisions stemming from these debates were not determined to be effective based
on the philosophy of win-lose. Rather, decisions were assessed on their rightness,

primarily as this rightness related to providing enhanced service to students and meeting

expression. Winning and losing invariably were equated to personality issues rather than
to substantive issues. This same attitude was expressed at the Board table and these
superintendents did not view the non-adoption of their recommendations as personal losses

to be borne. Rather, the superintendents recognized their obligation to argue passions

at the Board table, particularly if the issue directly reflected services to children, for their
mmendations. "Losing” may have been regarded as differences in judgment and

interpretation of facts, based on value prejudices of the trustees, than as a personal loss.
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By adopting such a view, and modeling it to others, these superintendents
demonstrated the value of open and honest debate to others, the worth of logical arguments
substantiated by facts, mutual respect for the opinions and points of view of others, and
goodwill of and from others. In addition, this tactic demonstrated that the values and
abilities of others were important, as well as the deeply held values of their school systems.
These superintendents also chose to present their views and values to others on formal and
informal visits. They also obtained the views of others, panticularly teachers and parents,
before decisions would be made. Open exchange of views and ideas were viewed as
extremely important, regardless of the source of the views and venue in which the

exchange took place. In may cases, these superintendents chose 1o exercise their influence

Honesty was demonstrated to others, particularly in outlining both advantages and
disadvantages to particular courses of action. However, this did not mean these
superintendents told all at all meetings in an attempt to force consensus. Invariably,

dissension, particularly with staff, was handled on a one-on-one basis to serve two

expense of basic and fundamental personal and organizational values, direction of the
schml system, or service to children.

A number of the superintendents in the study spoke of the value of timing as a
critical component in issues resolution. As a corollary, patience became very important

value in this consideration. This may be akin to the old adage of planting a seed, watering

time allowed for issues resolution was increased to allow further debate, to improve the
quality of the decision, and 10 secure a morc broadly-based commitment o the decision.
Careful during presentations not to appear to have made up their minds before hand, the



superintendents spoke of the necessity for being well-planned but simultaneously open to
new suggestions from others. Despite their best intentions, people often perceived the
superintendents to have made up their minds before hearing from others. Such are the
contradictions in this position.

These superintendents also spent time dealing with major issues, encouraging
others to deal with issues in the same manner. Characteristically, they valued open and
wide debate on the issues so that a broad-based agreement on resolution could occur. Just
as importantly, this created and nurtured the environment in which issues could be
discussed openly and honestly. In those instances where consensus could not be reached
on a critical issue, the superintendents were ready to step in and advance their own
solution. When, as one superintendent said, "the buck stops at the superintendent's desk”,
became the necessary philosophy to follow, all superintendents were prepared to exercise
their prerogative to make final decisions, although this rarely occurred.

Not one of the superintendents spoke on the value of compromise as an effective
tool for conflict resolution. Indeed, the opposite occurred and one superintendent
specifically stated that compromise was an ineffective tool. While compromise could create
the impression that there were no winners or losers in a debate, the truth was somewhat
different. Unless individuals were committed to one point of view, resentments were
maintained and the underground political network was used to further advance a particular
bolitical agenda and undermine the compromise decision. Compromise operating under the
acgis of consensus was viewed in a highly negative sense. Just as importantly, by
adopting a compromise approach, those in the system were left not knowing where the
superintendent "was coming from", raising the possibility that similar issues could arise in
the future. Thus, compromise reduced the superintendents’ credibility and ability to
influence the actions of others.

In crucial matters, the goals of the system, as reflected in the jurisdiction’s mission
statement and the superintendents’ vision, become paramount. Consensus reached on
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these broad goals was seen to be the desirable option. Further, decisions must reflect
faimess--respecting the other's point of view and circumstances--rather than concerns
relating to simple justice--contractual obligations based on a quid pro quo reflected in the
view that if individuals do what they are obligated to do, they will be treated in a like
manner. Indeed, these superintendents spoke frequently and ardently of the necessity to
make fair decisions, based on well-informed judgment, tempered by values of concern for
others, honesty, trust, common purpose, respect for others’ points of view, and commonly
held agreements to proceed with a course of action.

Again, the concept of integrity, so often mentioned in the thematic analysis,
emerged as a critical concept in conflict resolution. While these superintendents generally
did not wish to have an organization characterized by conflict, they did not, as Thomas
stated most eloquently, aver conflict when it did arise. Each was prepared to confront
issues of all types, preferably with advance support from the Board. When support was
not immediately known, the superintendents proceeded to exercise their discretion based on
the perceived degree of trust their Boards placed in them. Trust had been developed over
time, and the superintendent did not wear appropriate masks, keeping views hidden from

either the Board or other members of the educational organization. Highly committed to

conflicting messages to others by not standing for what they had already articulated and
ciemns&atgdi Integrity was reflected in not only standing for something, but also ensuring
that others knew what it was the superintendent stood for.

All of the foregoing is not to say, however, that the essential value of survival was
not a consideration for these superintendents. Indeed, they wondered, and wondered
often, with much disquictude, about their continued employment, particr'larly when the
support from the Board was not seen to be adequate or was not seen at all. In these
instances, they became increasingly cautious, and spent more time gathering additional
information and working with trustees to apprise them of situations and probable courses
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of action. Invariably, the Board Chairman was the beneficiary of this extra intelligence, but
there was no guarantee that other trustees were kept informed by the Chairman. This
assumed a lesser degree of importance when the relationship between the superintendent
and the Board was characterized by mutual trust, respect, integrity, honesty, open
communication, and loyalty. When Boards, for reasons which were usually political and
process oriented, took issue with both the process and substance of superintendents’
actions, the superintendents were obligated to speak up for themselves, confront the issue,
and achieve a degree of resolution. In these instances, superintendents had to demonstrate
their own commitment to ethical behaviour and personal integrity, and to attempt to make
more certain the uncertain which, if left alone, would result in a paralysis of action or
focusing on the easiest way out.

Assessing the rightness of decisions. These superintendents, like all other
senior administrators, had prejudices or beliefs about what was good and right and they
brought these beliefs and biases to the problems they faced and had to resolve. While all of
the school systems had policies in place to guide problem-solving and decision-making,
situational demands forced the superintendents to examine not only the policy content and
rules which governed some organizational situations, but also their own prejudices--their
basic beliefs--since the rules and policies could not possibly govern all situations they
encountered. These beliefs provided a guide to superintendents who had a vision for their
organization and devised methods or plans to make this vision a reality.

The question to be asked is what makes these prejudices the right one<? The
superintendents in this study, without exception, expressed strong religious beliefs which,
in and of themselves, should not be considered as totally necessary or sufficient for success
in their vocation. However, their religious beliefs, and their concomitant expectations for
behaviour, particularly in regard to dealing with others, can be viewed in the context of
ethical standards, standards which provided these individuals with a sense of inner
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direction --a "sensitive moral compass”=-to guide them through their daily tasks, These
fundamental beliefs were viewed as impontant in engendering trust and loyalty in others.

What meanings can we draw from the language of these superintendents about their
value base, about the assessment of rightness in decisions, and about modeling their beliefs
to others? All the superintendents in the study expressed the idea of integrity--a sense of
oneness, or being a whole person in their practice. In the responses of these
superintendents to matters of choice and making decisions, a sense of rightness was
expressed--rightness based on deeply held principles as opposed to simply reacting to the

demands of the particular situation in which they found themselves. This is not to say

situational and contextual variables were extremely impontant since they represented a
strong tendency to weigh the effects of decisions on others. Personal traits, based on these
deeply held principles, included honesty, trustworthiness, caring, a deeply held sense of
mission, and a concomitant vision for the school system.

All of these superintendents had strong religious beliefs yet none of the
superintendents advanced the view that the religious underpinnings were, in and of
themselves, sufficient to exercise due and careful leadership in their school system.
Indeed, one superintendent specifically stated he could not use his religious beliefs as the
school system precluded this. The religious nature of the Catholic system required it, but
more was involved than simply articulating religious beliefs--being a superintendent in a
Catholic system meant practicing the Gospel values and the tenets of Christianity.

These superintendents also expressed a strong set of personal and ethical standards
--principally those of faimess, caring, and honesty. In a manner strikingly similar to that
stated in the interpretive context and summary of the first sub-theme, it is conjectured that
these values provided an inner sense of direction, a compass, developed through life

experiences and, in many cases, formative upbringing, to guide these superintendents in



their administrative work. As George stated, "What would [ be if [ wasn't stubborn? I'd
be so flexible, I wouldn't stand for anything. I'don't have much choice. I'm going to stay
that way” (George, p. 41).

The practice component of these beliefs was critically important to all of the

superintendents. They set examples of the behaviours they wished to see in others,

for decision-making, "[It's] another assumption that | wouldn't explain because it's just

there automatically” (Peter, p. 57). The use of these values in modeling behaviour and in

rationality.

All of these superintendents expressed an overarching and perhaps compelling
vision for the school system which focused on the delivery of services to children. The
value of making decisions in the best interests of children was invariably the "bottom line"
for assessing options and efficacy of options chosen and implemented. What was best for
children was, however, determined by the personal prejudices or beliefs of the
superintendents involved: those in this study had remarkably similar prejudices including,
but not limited to, superior academic performance, instilling appropriate life skills and
Bcliefs to create a well educated citizenry, treating children differently than adults, and
cthical concems which addressed both the communitarian good and individual rights .

To a very large extent, the personal vision of these superintendents was, as James
noted, "held out there” (James, p. 8) for all to see so others would eventually share the

same vision. The ultimate goal was to have others develop increased commitment and

the first section, applied to the organization itself in addition to the personal family of each

of the superintendents. Thus, the oneness, usually characterizing families, could be

[3%3



275

extrapolated to a oneness within the educational organization--in essence. an educational
family, pulling together for the mutual benetit of all,

The personal value base of these superintendents and the vision they had, while
separate and capable of being examined, appeared to be inextricably linked for the reason
that the type of educational system they wanted was simply an expression of the value base
they held. By making decisions, turning thoughts into actions, these superintendent could
and did affect the system so that the system became progressively more like the one the
superintendent envisioned. Rightness of decision-making was thus determined by the type

of organization wanted and envisioned.

differing political interests. Process and substance, the conflict between ends and
means faced by these superintendents, required them to come to grips with working

directly to get the right answer to a problem and working on the right way to get an answer

and the how of decisions t» be made. While the superintendents and the Board could and
did make bureaucratic and hierarchical decisions which affected others, sometimes in a
unilateral fashion, there is significant doubt whether decisions made in this way represented
the interests of others or took into account the effects of those decisions on other people.

On the other hand, these superintendents assisted others, both formally and
i‘nformally, in making those decisions by involving them directly in planning, gathering
information, and recommending courses of action to be taken. Using such a strategy was
as important as the recommendation itself since the strategy involved values such as
collaboration, consultation, respect for the values and positions of others, trust, individual
freedom, and the common good.

For these superintendents, process represented the manner in which people were
brought together to handle problems and to determine courses of action. Process

represented the way in which changes were discussed and implemented such that
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commitment rather than compliance characterized the implementation of changes. That is
not to say, however, that these superintendents removed themselves from the decision
process to the point where neither their own nor the organization's values were not taken
into consideration in that process. In all but one interview, these superintendents
commented they reserved unto themselves final decision-making authority although this
was exercised only when decisions made by others were not made in the best interests of
students, were outside of policy, were contrary to the mission and priorities of the school
system, or did not reflect the basic tenets of human dignity. Of course, the Board could
supersede the superintendent’s authority in any and all matter,s and could and did, for
example, in John's story, make a decision not in the best interests of children (¢.g., the
arbitrary cancellation of the French Immersion Kindergarten program) but in terms of their
own political interests.

Thus, an effective balance had to be achieved between process--involving others
and reconciling diverse interests--with the need 10 make decisions. In other words, form
could not dictate function or substance. By focusing on the purpose of the school system,
these superintendents showed how both form and substance worked together to the benefit
of the student:, those who served the students, and the parents of the students.

The literature showed the necessity of achieving consensus and common direction
for school systems to the extent that a belief structure could govern the actions of all
;;anicipants rather than having actions governed by authoritarian or autocratic means. A
crucial element in establishing and maintaining this belief process was the concept of trust.
Unlike the old adage which holds that "the truth of a man lies first and foremost in what he
hides", trust was predicated upon openness and a belief by followers and others in the
integrity of the superintendents because their actions were consistent with their stased
beliefs and facts, respect for the opinions of others, and belief by the superiniendents in the
ability of others to act autonomously and correctly. Ethical standards forged the link
between what the superintendents wanted for their school systems and their own personal



beliefs and actions. As discussed in the previous theme, integrity represented coherence
and consistency among organizational aims, pe sonal values and beliefs, and personal
behaviour.

Agrecements were made not only with external groups; they also were made between
these superintendents and the body to which they repurted. The integrity of these
superintendents was not to be compromised through actions they were directed to take by
the Board and with which they might have fundamentally disagreed. While organizational
values were formed through and reflected in the actions of these superintendents, they were
also formed by the actions of the Board. Political leadership exercised by the Board, in
some instances, was top-down as opposed to the desired bottom-up political leadership
typically exercised by the superintendent. In effect, the Board's leadership was directive,
and substance won out over process. Notwithstanding the superintendent's fundamental
values, two choices had to be made: Comply with the Board's decision; or make a decision
to work elsewhere.

The concept of integrity permeated the agreement building process--seeking
commitments from others as to courses of action--in the educational system. While the
agreement process was important, the leadership behaviour of these superintendents in that
process was far more important, as these behaviours were predicated upon integrity.

Beliefs about power, authority, relationships with others, and
ﬁ«iﬁm-mkln; Traditionally, power has been viewed in a very negative context,
since power usually involves directing others to undertake certain actions, achieve specific
results, or demonstrate some allegiance to a particular philosophy. Use of power implies
the direct use of sanction or reward to motivate individuals toward superior performance or
to accomplish other ends deemed appropriate for the organization. In short, power, in
these examples, is used to direct people. The superintendents in this study provided
evidence that directive leadership can be and is far more than simply using legitimate power
and authority t0 accomplish particular ends. Influence was used frequently and it may be
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viewed as directive authority, since actions taken by others are reflective of the influence
exerted by superintendents. In addition, power and authority were invariably tempered by
fundamental values which determined what and how power and authority would be used.

These superintendents placed high value on maintaining the dignity and worth of
individuals, particularly in those instances where decisions about employment or discipline
had to be made. Second, the values of empathy and understanding for the positions of
others was noted frequently by all of the superintendents. In instances where the severity
of the issue was such that actions were viewed as somewhat reprehensible (for example,
the dismissal of the caretaker for reasons of incompetence and selling porographic
materials and the dismissal of a principal for inappropriate use of discretion in dealing with
students and teachers), the degree of empathy and understanding were less in evide.ce and
matters of contract or justice (legal remedies) tended to predominate. Third, these
superintendents used their power to empower others, primarily through establishing
structures and processes by which input from others could be sought. While process was
for these superintendents. By focusing on substance as well as process, superintendents
exercised directive and values-driven leadership.

Analysis of the stories showed that resorting to directive leadership in the
superintendency is premised on some fundamental assumptions about people, purposes
éig:j. substance), and process: (1) These superintendents could have adopted the point of
view that individuals in the organization need to be pushed, prodded, cajoled, or motivated
to do things through the use of both external controls and intemal commitment; (2) the

superintendents felt that the school system needed a strong sense of purpose to unite people
toward a common goal; (3) the superintendents felt that goals and the universal commitment
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In regard 1o the first assumption, these superintendents were apt to use their power
and authority in a direct and visible fashion when the self-interest of other groups and
individuals took precedence over the provision of services to students or when self-interest
(shown even by the performance of others) precluded the attainment of standards necessary
in any and all aspects of the organization. The superintendents frequently commented on
the self-interests of teachers, represented through some bargaining activity. Not all of the
superintendents, particularly those in Catholic systems, felt that teacher interests tended to
surmount the services provided to children. However, all but one superintendent referred
to instances where the abuse of position, through inappropriate actions or performance, had
to be dealt with and, occasionally, contracts of employment terminated. In these cases,
considerable concern was given to process, especially in the legal context, but not at the
expense of the ultimate goal of ensuring the provision of high quality services to both the
organization and its clients.

This did not mean however, that the superintendents adapted their leadership style
to accommodate the vagaries of self-interest. In fact, the opposite was the case. While
these superintendents recognized that the various groups in the system would try to
advance their own interests, they did not make counteracting this self-interest their main
goal. When occasions arose where self-interest was patently obvious, they took a stand
and combated it. When the issue was resolved and while it was being resolved, they
t;,ontinued to focus on the goals of the system and offered coherent ideas designed to serve
a higher purpose--to direct the behaviour and commitment of others to issues of substance.
By fostering a sense of achievement, by stretching strengths rather than emphasizing
weaknesses, by encouraging the use of discretion within appropriate boundaries which
were philosophically and pragmatically determined, by holding others accountable for this
discretion, by empowering others to participate in discussion, analysis, and making
decisions on issues, and by emphasizing ideas which focused on providing the best
possible services to students, these superintendents directly affected the motivations of



others, the overall quality of decisions within the educational system, and the services it
provided.
None of these actions took place in isolation--they were directly related to the

direction provided by the mission of the organization. Interestingly, some of the

system, but their influence was clearly seen behind the scenes. Some worked closely with
individual trustees and provided advice on how the mission statement should be
communicated best to others. Others took a far more active approach and used their

imagination, their judgment, and their knowledge of education to develop, in concert with

used their own vision to create an attitude of purpose in the system and to formalize it
through the adoption of that formal mission staternent. This mission statement then formed
the basis for what was done in the area of policy development, long- and short-range

to be necessary.

Implicit in all but one of these superintendents’ views of the mission statement was

the attitude that if they did not actively influence the development of the mission statement,
someone else, or some other group, would seek to advance positions, possibly to the
detriment of their vision for the system. They felt conflicting views could serve to increase
z'hepoliﬁcsin the system, de-emphasize the common purposes they sought, and reduce the
quality of service provided. Further, the involvement of the superintendent ensured a
systematic analysis of the educational environment had occurred prior to completing the
mission statement. Thus, both vision, based on a set of educational values, and

matism, based on logical, systematic, and rational analysis were, if not ensured, at

least represented prior 10 the adoption of the mission stasement.
These superintendents spoke of the power of involving others in the developmen
ment represented the value of others’
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opinions, facilitated the commitment of others to the document, and acknowledged others
have valuable input on areas about which the superintendent may not have thought. Again,
pragmatism and principles were deeply imbedded in this strategy.

Examination of the use of influence, in terms of power and authority, provided
another interesting point of view. While consensus was seen to be desirable, also for
re:-- s both pragmatic and principled, consensus, in and of itself, was not a prerequisite
for taking action. Indeed, these superintendents were not prepared to compromisc to
achieve consensus on items of such critical importance to the school system. Prime among
these were the financial operations (there is a bottom line beyond which expenditures
cannot go), management rights, and services to children. In areas such as these, the
superintendents listened to arguments of others, used persuasion and influence, and,
finally, if consensus could not be reached, they were willing to stand and communicate a
course of action they deemed best. Consensus and commitment were desirable, but the
superintendents were prepared to have consensus develop after they had made a decision.
These important decisions were based on a conviction that their points of view were right
despite views to the contrary.

The second assumption, the school system needs a strong sense of purpose to unite
goal was best illustrated by these superintendents recognizing

people toward a common

dﬂymuldnmb:gverywheremmesymmnm However, it was critically impc

that they sensed their goals and those of the system were understood by and influenced the
behaviour of others in the system. In this sense, the overriding sense of purpose, vision,
these messages were reinforced in and seen by others. In this manner, the power and
authority of these superintendents were enhanced and others in the system had both an
implicit and explicit unde ling of what the superintendent wanted done. While this
would not preclude some sort of political action being taken by an individual or a group, it
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The sense of purpose also was passed on to others in the organization who acted in
a leadership capacity--most notably those in the district office or who served in an
administrative capacity in the schools. In this sense, and this was exhibited most clearly by
John, the superintendent acted as a coach or a mentor, helping others steer on the same
course while simultaneously pointing out corrections which would have to be made. There
was also an expectation that schools would focus on similar activities, consensually
developed, which directly complemented and were consistent with the priorities of the
system. Rather than attempting to control and direct all of the system's activities, an
impossibility given the diverse demands on the time of the superintendents, they chose to
direct and control only a limited number of activities in the system: monitoring and major
evaluation activities (e.g., meeting with school principals on an annual basis for priority
setting and, on a more regular basis, to determine progress made in achieving those
priorities); spending time in the schools to exercise influence and to monitor progress;
involvement in the committees established for school evaluations; establishing key policies
placement, and possible termination of personnel. These superintendents also sought o
make their school systems the best they could be, a feat they recognized was difficult and
achieved, striving for perfection, as George noted, was something deemed to be highly

Another phenomenon worthy of mention was the importance these superintendents
placed on a major focus for the school system, particularly if that focus represented a major
change. Three superintendents were involved in reconfiguring the grades in their district
schools; another was involved in revamping the school entrance age; another was involved
schools; and another made it very clear 10 his Board upon commencement of employment




that actions would have to be taken against a group of teachers who had demonstrated they
were not committed to the goals of the school system. All of these represented major
points of departure for their school systems since past practices were indicative of the
opposite. By focusing on clear and precise objectives and priorit.es for their systems, these
superintendents served to direct the actions of others in the system, secure the commitment
of teachers, parents, and trustees, and provide a higher quality of service to the students in
the s; stem.

Just as importantly, their actions showed a significant amount of courage, since
none of the initiatives was greeted with overwhelming support from groups affected by the
change. However, and despite significant opposition, and, at times, a lack of visible and
demonstrable support from their school Boards, these superintendents pursued their
individual ideals for the system and tumed them into action. By doing so, they
communicated to others the importance of offering a high quality of service to the students,
parents, and staff of the system and a sense that vision, creativity, and ideas were
necessary components of developing and improving the system. Further, they
communicated the idea that risk was a necessary component of any change process and that
risks had to be taken and managed to bring about successful change. Most import

antly,

they showed that while process was an integral component of their plans to effect a change,
The third assumption, that the goals and the universal commitment toward the goals

were more important than the processes used to achicve them and that action sook

precedence over reaction, is clearly evidenced in how and why the superintendents

guided these superintendents in this choice: (1) The size and complexity of the educational

system precluded them and the Board from directly making every decision which needed 0

be made, on a daily and hourly basis in the system; (2) superintendents, while they were
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and could not possess all of the relevant facts and ideas necessary to make decisions in a
unilateral manner: and (3) leadership exercised by otivers could multiply that of the
superintendent if others were given the autonomy to make decisions in their own purview.

Clearly, the first two reasons demonstrated a tendency toward pragmatism and
consequentialism (keeping things simple enabled others, particularly the principals, to work
directly and personally on problems without actively involving the superintendent); the
latter involved higher principles and a belief in the ability of others to exercise discretion in
an appropriate manner. Beyond these principles, the commonly held belief that those who
make the decisions were more committed to them than if someone else made the decision
reflected a value on the ability of others to make right decisions in the right way. These
superintendents also exercised both power and authority in engaging personnel for the
school system and then establishing expectations for their performance.

Another critical area emerged in the analysis of material and this concerned the
values inherent in relationships these superintendents had with others in the school system.
Relationships were viewed as critical in education since its primary purpose is to serve
people. Three key values emerged in the analysis of the stories told by the superintendents:
(1) respect and dignity for individuals; (2) trust; and (3) honesty. The day-to-day
relationships these superintendent had with others were developed and maintained by on-
going, personal contact with others. In these formal and informal contacts, the
;upcﬁnwndenu talked about key initiatives of the system, key beliefs, and clear directions.
In addition, and just as importantly, these superintendents listened so the concerns of
others, sought feedback on initiatives taken and the personal and professional situations of
the individuals involved, and developed and expressed empathy for the needs of others.

As in the assumptions regarding power and authority, relationships with others
represented both pragmatic and principled points of view. In relation to the former,
relationships, maintained and supported in both formal and informal ways, facilitased
communication and allowed the superintendents 1o determine, first hand and at the point of
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delivery, what the concerns of the individuals were. Access to unfiltered, accurate, and
timely information allowed these superintendents to assess the progress of the system,
make judgments, and, possibly, stop problems before they became problems. The last was
especially important at the Board level, where the superintendents worked conscientiously
to develop and maintain relationships with individual trustees, possibly to practice
politicking to accomplish particular ends. In those instances where superintendent-trustee
relationships could not be developed adequately, one participant cogently stated negative
consequences could very easily accrue.

All these superintendents spoke of the necessity for preserving basic human
dignity, especially in relationships threatened by conflict over continued employment,
discipline, or inappropriate behaviour. Indeed, in those instances, such as experienced by
Peter, where human dignity was violated, outrage was expressed. In some instances, the
superintendents, despite the position held, were unable to prevent others, even at the Board
level, from denigrating the individual. Personal experiences, as demonstrated by Leonard
and George, prompted them never to treat others as they themselves were treated. As
mentioned in another theme, Leonard sought never to be perceived as a "twit", one who
made commitments and did not honour them, as one who abused power, or as one who did
not respect the value of the individual. John believed disciplining others or taking
corrective action had to be done in a sensitive manner, such that those concerned would
accept the rebuke and thank him for it at the conclusion of the exercise.

Other values regarding relationships were inherent in the stories. The Catholic
superintendents, in particular, were concerned that they demonstrated the three C's of
Catholic education in all of their dealings with others: Caring; Compassion; and
no more fuss about being Catholic in a verbal sense than they did in their actions. This
should not be construed to0 mean the public school superintendents valued caring and




public school setting, the religious base. to which all of those public school superintendents
ascribed, did not receive the Jdegree of attention paid to it by the Catholic superintendents.

Fundamental valies, outlined in theme ornc, played a critical role in how
superintenderits approached relationships with others. These included the values of trust,
honesty, openness, integrity, consistency, fairness, respect, tolerance of differing values
and views, candor, and substance. While all the superintendents expressed a strong
mission to serve children by positively impacting those who served the children, and an
equally strong desire to be competitive and move away from the status quo, there may very
well be created an attitude in the minds of others that these superintendents are so single-
minded they are not attuned to the wants, needs, and aspirations of others. James' story
illustrated this in a dramatic sense.

Superintendents in this study often reflected on this very notion and sometimes had
to make changes in how they approached others to ensure high standards were being met.
However, and this must be abundantly clear, when standards were not being met by
others, efforts at improvement had failed, and self-interest became paramount over serving
children and the goals of the system, the superintendents were prepared to move against the
individual.

Whether this meant transferring the individual to another, more suitable position, or
terminating the contract of employment, they did so. They viewed retaining the individual
in that position as injurious to morale, inconsistent with the stated goals and mission of the
school system, and violating the trust placed in the school system by its clients o provide
the best quality education possible to students.

Beliefs about policy development and implementation. Superintendents
were expected 10 provide leadership in policy development by suggesting aliemative
instruments which addressed specific decision-making needs within the school system.
However, three essential issues emerged which needed be resolved in the policy process:
(1) To what extent must the superintendent be concerned with the policy process; (2) 10
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what extent must the superintendent be concerned with the substance of direction to be
established within the policy; and (3) to what extent must both considerations be balanced
such that process reflected the wants, needs, and desires of others without losing track of
the substance needed to establish direction consistent with not only the o.ganizational
mission and values, but also with the mission, vision, and values of the superintendent?

The opportunity existed for the superintendents in this study to provide directive
leadership through the policy process. However, these superintendents chose not to use
policy in a directive fashion and chuse, rather, to use policy as a vehicle to enhance and
build the capacity of others to exercise discretion in making decisions at the point where
decisions could most effectively be made. One superintendent specifically viewed policy as
means to enhance the value that teachers placed on their work, enabling them to contribute
to worthwhile purposes, and creating a sense of pride and accomplishment in their work.
For him, the success of others was enhanced through policies which created an overall
culture in the system, emphasizing a sense of purpose which went beyond self-interest.

Another superintendent commented that the implementation of a new policy profoundly

but, rather, by having those most affected develop the implementation strategy.

For all the superintendents, who were expected to play an integral part of the policy
process through their involvemnent on policy commitcees of their Boards and in the
I;esalution of policy issues (e.g., the teacher evaluation policy, the principal evaluation
policy, the student evaluation policy), the superintendents modeled a moral tone for the
school system and reinforced its purposes. As in all other areas, but especially in decision-
making, the actions of the superintendents could not be viewed in the context of a "one-
man show". The involvement of others was critical for these superintendents for both
pragmatic and principled reasons.

The superintendents knew the constraints of time, expertise, knowledge of all
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directly affecting them precluded overly large impacts being made by the superintendent on
policy development and implementation. Invariably, the mission statement for the school
system became the focal point for policy discussions, sut.-uming, to a certain extent, the
views of individual superintendents. Unfortunately, some superintendents spoke of the
predominance of self-interests over the purposes of the school system. In these instances,
there was less sharing and consensus on policy issues and their resolution, and more

direction consistent with system beliefs and concem for the "bottom line" benefits to

Gencrally, however, the shared values embodied in the mission statement for the
system were used to guide policy discussions. These values were used to generate greater
personal commitment from others to the resolution of the issue and o increase empathy and
understanding for the positions of others.

The importance of the goals and values of the school system, also reflecting the
values and goals of these superintendents, cannot be understated. It was these values and
goals which defined what was to be offered to students and the broad processes used to
deliver those services. When policy conflicts arose, it was these goals which shaped the
process of issues resolution in the school systems. Invariably, the mission statements
emphasized the importance of developing students’ abilities and capacities to the fullest
extent possible. However, the mission statements also recognized the unique contributions
tleachers. parents, the Board, and the community could make in ensuring this occurred.
Thus, these superintendents were quick to resort to processes inferred in the mission
statement aid involved others in the resolution of issues in general, and, for the purposes
of this analysis, policy conflicts in particular.

Changes which could be achieved through the development and implement
policy were questioned to determine if, first of all, policy was needed t0 provide necessary
guidance and change. Again, and just as importantly, policies were always viewed in the

context of the mission statement for the system. By inference, it is conjectured that unless

tion of
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the policy helped to better achieve the broad goals of the system, changes in organizational

structure, operations, and basic "rules” would not occur. As one superintendent noted, a

the clients of the school system. All of the superintendents described major policy changes
which were seen and believed to improve significantly services to the students. These
major policy changes were not achieved without significant cost for the superintendents
involved although, to a person, they fought strongly for the policies since the policies were
related to student opportunity.

Timing of policy changes was also critical for the superintendents since they
realized the success of policy initiatives denended upon the circumstances in their systems
and the willingness of others to commit to wic initiative. This is not to say, however, that
policy was governed by opportunism. On the contrary, the superintendents had to
determine the values and interests of others to determine if initiatives could stand a very
good chance of being implemented. Empathy for the values and positions of others was
seen to be essential in identifying, promoting, and defending policy positions. This
empathy, perhaps even in those cases where self-interest was expressed, was translated
into actions and goals and objectives which reinforced shared values. Also in this context,
the superintendents had to know when to “push” and when to "let things ride”. Conveying
a sense of urgency was desirable but not at the expense of all other aspects of the syssem.

In many cases, desired policy initiatives could not be underiaken because of
shortage of funds in the budget. Surprisingly, most of the superintendents, and Leonard in

icular, chose to view this limitation as a challenge rather than a constraint, and they

actively sought other ways to achieve what was deemed 10 be mos! imporiant. It was in
this area that the belief in others 10 offer suggestions and input became most evident. This
view was consistent with the view expressed by the superintendents that policy should



serve to enhance and build the capacity of others in the system. By involving others
directly in suggesting policy alternatives and alternative ways to achieve a specific policy

initiative which enjoyed the commitment of others, the superintendents could achieve

capacity-build, some superintendents felt there were some things which were too important
to leave to the discretion of others. As one superintendent noted, "There are some things
where you're not going to leave any loopholes, and others where discretion can certainly be
used by people” (Leonard, p. 54). What those areas are is a subject of interpretation, but it
is conjectured these areas dealt with legal requirements, appeals of process, student
discipline, and financial management, which is subject to external audit.

Finally, the policy process was governed by the same values expressed by these
superintendents in every theme in this chapter: Integrity; faimess; empathy; credibility;
trust; interdependence; the worth and dignity of others; a sense of purpose; and honesty.

Beliefs about management and leadership of the superintendent.
These superintendents occupied the highest position within the local education hierarchy.
But, the literature showed that the appearance of a significant amount of power and
authority accruing to the position is complemented by an equally distressing trend for local
trustees, community groups, and professional groups to attach significant blame to the
superintendent for things which go wrong and for general dissatisfaction with the overall
m of events occurrir.,g within the system.

Leadership was what these superintendents felt they were expected to demonstrate.
In the extreme, they knew that failure to provide leadership could result in their dismissal
because the school system would operate in a status quo situation, with little educational
change occurring, few directions being set, and anomie occurring at the political level.

notion that individuals were self-serving and, as such, served 1o drive apart any concerted
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organizational impetus or direction in favour of their own directions and wishes. Thus,
self-interest became the motivating factor behind individual actions. A second assumption
reflected the notion that change, at an organizational or individual level, would be resisted
unless the change was in the best interests of the individual. Obviously, the assumptions,
if accepted and acted upon, could result in a bureaucratic, top-down, directive model of
leadership reminiscent of the scientific management theories advanced in the early twentieth
century. In effect, either assumption could serve to divide the forces of the organization,
pitting one against the other, as sclf-interest seeks to win out at the expense of the collective
good.

These superintendents had significant power to shape and determine organizational
goals, develop and implement policies, allocate resources, engage and reassign staff, and
distribute information such that particular ends are met. The ways in which power was
used in these instances was testimony to the leadership and management styles of the
individual who occupied that position. In addition, the degree to which these
superintendents established and maintained relationships with others in the organization
represented a form of power, to be used by either party, in seeking ends. The manner in
which self-interest was viewed--as an aberration or as a fact of organizational life--
determined, to a large extent, the behaviour of the superintendent.

The superintendents responded in two ways, although the first response was
s.eldanusedbysmneandneverbyothers: They made some unilateral and directive
decisions, in concert with appropriate policies developed by the Board, such that control of
the educational enterprise was more rigid, and oriented toward compliance and rule-
following; or they recognized authority in the educational enterprise was fragmented and
beyond rigid control, expertise was dispersed among varying partners in the organization,
information necessary to make decisions was not always readily and immediately accessible
by the superintendent, negotiation occurred 10 ensure various groups could maximize their
access to resources, and decisions could be made by those closest 10 the decision who have



the relevant expertise, interest, and information. The latter point of view also required
recognizing that the skills needed in decision-making were developed over time and that
mistakes could and would occur despite the drive to perfection.

A number of the superintendents expressed the belief that in education, those
involved directly at the delivery level have greater expertise and are closer to the problems
than are the superintendents. In this light, they used the expertise of others to identify
problems and potential solutions. This was viewed not only as desirable, but also as a
necessity, particularly in the smaller school jurisdictions. However, this necessity was
govemed by faith--faith held by the superintendents in the abilities of others to make
appropriate decisions commensurate with their skills and authority and commensurate with
appropriate accountability mechanisms.

How did these superintendents manage and exercise leadership in a school system
and in schools which have been characterized as managerially loose but culturally tight?
The fragmented nature of the school system required these superintendents to be
orchestrators (James used this term), managing the diverse and fragmented interests of
others such that they may be directed to accomplish broad organizational goals and much
more specific organizational objectives. As their school systems became more diverse and
complex, and as authority and responsibilities, too, became more diverse and incapable of
direction from one individual, these superintendents recognized they had less ability 1o
a;ffect others through direction and control.

Notwithstanding their limited ability to control and direct in an active fashion, these
superintendents felt they had overall responsibility for the effectiveness and efficiency of
the educational organization. By setting, usually in a consultative fashion, the sysems’
goals and objectives, these superintendents helped others to achieve high performance in
providing service to students and other clients of the education system. However, it is also
important to recognize the overall mission or goals of the system were determined, largely,



by the times in which they were developed. Thus, they too must change to reflect
emerging realities.

Changing goals and objectives required flexibility but the overall mission, which
served to unite the efforts of others, was still be the overriding source of strategic and
tactical planning decisions. Two questions must be asked in relation to these
superintendents: Were their actions determined by pragmatism, by the vagaries of
changing times and circumstances, or was there something more constant, something
which they communicated to others, through actions, what they stood for and, by
extension, the school system as well?

Nearly all of the superintendents in this study spoke of the necessity for developing
annual objectives and priorities for themselves and the school system as a measure of the
progress made. The results orientation in Alberta required this be so. However, is it
appropriate to set objectives for others, knowing full well the very process may set off a
chain of reactions based on the self-interests of others and which may be counter to the best
intentions of the superintendent? Negotiation of the specific objectives became an
important activity such that there was a mutual commitment to the objectives as opposed to
compliance with objeciives set for the schools or personnel in the system. Through
negotiation, consensus and teamwork emerged, flexibility was achieved, and individual
initiative recognized. In this manner, strategy was not reduced to a specific formula and the
fmman elements such as morale, leadership, individual knowledge, and the ability to
exercise discretion were not only respected, they were viewed as essential components of
effectiveness. Hence, these superintendents did not simply develop and analyze strategies.

They assisted others in analyzing information and making decisions by managing the
overall context in which those decisions were made.

Leadership in the political arena, for these superintendents, was also achieved by
negotiating structural or systemic changes within the organization. The suj erintendents
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"stakes" for the other parties involved, they also recognized secondary effects for those
individuals. Thus, there was a need for significant information about the values,
personalities, and preferences of others. Approaches which maximized support and
minimized resistance were sought after and, at times, pragmatism, as evidenced though
identifying solutions which were satisfactory (i.c., the best that can be obtained at this time)
rather than the best, became as important as principles.

However, these superintendents chose to use what was best for students as the
maxim for evaluating decisions they and others made. Negotiated settiements with others
tended to model what was to come. Principles were reflected in the negotiated settiements
which served as precedents for future problem-solving in similar areas. Conflict was
recognized as counterproductive rather than energizing, generally destructive rather than
constructive, and leading to winners and losers. Again, the maxim for evaluating decisions
and negotiated settlements must be stated: Actions taken and decisions made reflected what
was best for students. On this point, there was no negotiation for superintendents.

For these superintendents, political leadership, while necessary, was not viewed as
necessarily sufficient for effective superintendent leadership. First, political leadership
was seen to stress a highly pragmatic point of view, and the superintendent strove to find
things which would work. Rationality drove the decision process and efforts were
expended to determine opposition to and support for alternatives, the stakeholders in
Wm identification of alternatives based on lowest degree of potential conflict,
identification of ways to maximize the impact of decisions throughout the organization, and
determination of win-win strategies and solutions for those who were most critical t0
successfully implementing a solution to a problem.

Thus, considerable emphasis was given to the process of issue resolution--almost
as much as upon the substance of the issues involved. Leadership was desermined, 10 &
large extent, by the superintendent's vision, negotiations with multiple partics, adjustments
10 changing times and circumstances, and the degree 10 which others could be influenced
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by the actions and vision of the superintendent. Rationality was one aspect of the
leadership dilemma. A truism may be appropriate: If the philosophical orientation,
advocating that a mind (or, by extension, people) becomes (become) detrimental when its
(their) intellectual capacity surpasses its (their) integrity, reflects a danger when rationality
and intellectual analysis are used exclusively in leadership, something else is needed as a
balance. The balance came from leadership based on their values which, while they
reflected a concern for the political nature of education, focused on desirable ends.

The political dimension of the school system could not be overlooked but neither
could political issues--those which focused on process--overshadow the necessity of
substance in the school system--what the system was all about, what it sought to do, and
the importance placed on the individuals in that system and those on the outside who
interact with it. These superintendents saw leadership as mobilizing others to accomplish
higher purposes than those attributed to simple self-interest. As a result, far more was
required to have others commit, focus, demonstrate energy, and creativity in the work they
did than simple contractual exchanges where people provide a service in retum for some
extrinsic reward. While the superintendents recognized that material and extrinsic needs of
employees must be met in their school system, other intrinsic needs, including creativity,
exercising initiative and discretion, recognition for work done, problem-solving and
decision-making, pride, and accomplishment were also viewed as important. These
tntnnnc needs provided for and ensured superior performance and commitment 10 the work
being done. The alternative--compliance and rule-following--was not seen to be desirable.

The superintendents felt that the educational system operated much like a family or a
community wherein norms, values, expectations, unwritten rules, and relationships were
communicated to others in a developmental fashion. These fundamental beliefs represented
the manner in which the superintendents and others determined problems, devised
solutions, and then made decisions. Most importantly, these beliefs revolved around
relationships between people and the superintendents expressed strong moral beliefs in this



regard--treating others right because, as individuals, they should expect no less. Values
exhibited by the superintendents were viewed as important in influencing the behaviour of
others, particularly as others attempted to achieve the mission of the school system.

These superintendents also knew their behaviour set a moral tone for the education
system and reinforced its primary aims. Nowhere was this view seen more clearly than in
the decisions the superintendent made or in the decisions which others were encouraged
and supported to make. Decisions reflected the basic values of the individual and of the
organization, but these superintendents could not make all of the decisions. While the

values of these superintendents were reflected in decision-making and in relationships with
others, they recognized that the sheer magnitude of the their work and the constrained
ability they had to influence directly and physically all aspects of the educational system
required a sense of commitment from others to something which went beyond the
superintendent. Thus, they expressed the view that the educational system itself and its

aims must engender a sense of loyalty and commitment from others such that the institution
itself is worthy of support from others. For these superintendents, values-added leadership
was transformational leadership and values such as trust, integrity, faimess, and respect for
the individual were believed to improve communication, decision-making, relationships
with others, and evaluation of individuals and services provided.

Values articulated and modeled by these superintendents served to attract well
qualified teachers (as Leonard so clearly demonstrated), and engendered in others a sense
of commitment to and fulfillment in their work, ultimately resulting in improved services to
the students and their parents. Commitment underpinned the resolution of difficulties and
problems which arose in the normal course of events. Superiniendents felt that developing
sense of purpose for the education sysiem--what it was all about, what principles guided its
operations, and what unique contribution it could make 10 the education of students. Short
term objectives resulting from the necessity 10 resolve immediase problems were often
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ignored in pursuing higher purposes and long term benefits. What was critical about the
fundamental philosophy built on values was that both the values and mission must be
shared.

These superintendents clearly believed their beliefs had to reflect an order of
preference and importance: The student and the parent were to obtain a high quality of
service from the employees and the systemn. Values found in both the mission statement
and the jurisdiction's operations were defended by these superintendents and rarely was
their defense delegated. Wartched over, monitored, and used as the basis for evaluating
success, these fundamental values were simply too important to be protected by others.
These values were expected to be emulated, respected, and used by others in their own
decision-making and problem-solving.

Values were present in the management and structural characteristics of their school
systems. In regard to the notion of decentralized decision-making, these superintendents'
values were clearly seen. Local initiative was fostered, cratic rule-following was
discouraged, and the fair and just treatment of staff and students were expected. The

rationale behind such an approach was relatively obvious: If others in the educational
enterprise shared the values articulated by the superintendent and reflected in the mission
statement and general objectives for the system, decisions made by others would reflect
tlmv:lue; Further, the self-interest, expressed inately by one major group in the
enterprise--the teachers--may be subsumed or at least lessened as they 100 atempeed
serve students in the best possible ways.

focal point of the educational system; it had to serve a higher purpose and this higher
purpose had to be communicated by the actions of these sndents. Again, shared
values were critical in assessing progress and determining actions 10 be taken.




To what extent did these superintendents feel they had to be visibly seen or have a
high profile in values-driven leadership? It was less critical for the superintendents to be
involved in incidents where significant values issues come to the fore than to have
developed the capacity in others to use values similar to those articulated by the
superintendent and adopted within the organization. As was pointed out, the
superintendent physically could not be present because of the exigencies of time and
circumstance at all meetings held to discuss problems or to make decisions. Rather, the
presence was felt in other ways--perhaps unconsciously by others. Knowing when to be
involved in what are seen to be major value issues was more important than being involved
based on fundamental values of the superintendent and the organization.

These superintendents acted in accordance with a set of values visible in three areas.
First, they established a direction others chose to follow. The direction was more
important than being seen to lead others, in a direct and visible fashion, as they proceeded
to accomplish specific ends. Thus, clear statements about what the superintendent wished
for the school system had to be established, communicated, and intemnalized by others who

lightly--they worked extremely hard to see that they were reflected in the organization on an
on-going, daily, regular, and systematic basis. Many experienced personal sacrifice in
terms of their own time and family to ensure things happened. Thus, a tremendous
ownership was felt by these superintendents to affect, in the strongest and most positive
sense possible, the affairs of the system. In short, their system was an extension of
themselves and reflected what it was they believed and held most dear.

Finally, these superintendents believed that espousing ideals, while necessary, was
not necessarily sufficient to ensure they were adopted and used by others as a basis for
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their own actions. Decisions made and problems solved demonstrated, or modeled, those
fundamental beliefs, values, and ideals. It was in this fashion that integrity was
paramount--putting what one believes into practice. Much like parents must aver the
practice in raising children by advising them to "do as I say and not as I do", the
superintendents practiced their craft consistent with their beliefs.
Relationship of the Literature to the Research Findings
Introduction

Relating the literature to the findings is an extremely important part of this study for
one serves to inform the other. The literature germane to each theme which emerged from
the data analysis is dealt with in order.
Theme One: Personal and Professional Beliefs and Values

The degree of correspondence between the literature and the findings in theme one
is extremely high. In the first instance, superintendents universally found themselves in the
business of judging--judging appropriate actions to take, judging situations, judging the

degree of self-interest over the communitarian good, and judging their own perfa

and that of others against the yardsticks they had established. Secondly, McLeod's (1984)
listing of motivations for superintendents, both of higher and lower orders, had a virtual
one-to-one correspondence with those identified in this study. Visibility, participation at
public meetings (often to the detriment of the time spent at home with their families),
emmn;mﬂmnﬂlfwnﬂnndmfmﬂwmmmEmwmmf
care taken in preparing for and following up on Board agenda and issues were all
mentioned by those participating in this study.

On a higher order scale of motivations, these superintendents espoused a desire to
could influence the educational process 10 a much greaser extent than they could had they
stayed in another lesser administrative capacity. Mission, vision, and a strong sense of
purpose were found in all study participants as was their desire to instill this in their




consistent with their statements about expected behaviours from others. They believed
loyalty to their Board, through good and bad decisions, was expected and had to be
demonstrated. All possessed a high degree of concern for others in the system in lesser
positions of authority. As one superintendent stated, "You get teachers to be considerate of
their students by being considerate of teachers” (Luke, p. 12).

Interestingly, the degree of security felt by the superintendents varied from very
were less secure and took extra pains to ensure the Board was given no extra ammunition
"to shoot" the superintendent. One superintendent also confirmed McLeod's (1984)
hypothesis about future career prospects being dimmed by actions taken by a Board not in
agreement with the superintendent’s vision and style of operation. Universally, the
superintendents were both functionaries and technocrats. One superintendent described
himself as walking in the image of the cowboy, presenting himself as a mover and a
shaker, and a doer. All recognized they had significant power to influence Board directions
through the recommendations made to the Board and the assessment of alternatives which
always accompanied the recommendations.

Unlike McLeod (1984) who advocated that "difficulty arises in establishing
consensus with respect to the socially desirable ends pursued by the functiona
mast rational means” (p. 183), these superintendents strongly argued, at times very
passionately, for the best services possible within the fiscal restraints experienced by the
school system. In a manner much like that advocated by Hodgkinson (1983), these
superintendents often overcame the limits of rationality and analytical reasoning by
advocating for positions based on deeply held principles. This could be summed up in the
old adage of "where there's a will, there's a way”.

Genge's (1991) work on effective superintendents can be readily applied 10 this
study as well, with one notable exception. While those superiniendents in Genge's (1991)

using the
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study infrequently mentioned character traits such as credibility, devotion, dedication,
possessing principles, respect, honesty, being courageous, energetic, enthusiastic, and
involving others in decisions, those superintendents in this study frequently mentioned all
and more of these traits and viewed them as essential in determining their own effectiveness
and that of the school system.

Hord's (1991) and Robert's (1991) studies relate to this study as well.

Instructional planning, monitoring, evaluating, ensuring accountability, setting standards,
developing and articulating both a mission and a vision, selection of teaching and
administrative personnel, developing and maintaining relationships with others,
empowering others through active involvement in decision-making and setting priorities,
and advocating for public education were similarly seen as essential by the superintendents
in this study.

Hodgkinson's (1983) Values Typology was useful only to a limited extent in
addressing the study findings in this theme. While Hodgkinson (1983) hypothesized that
only 5% of administrators worked in the principled area or Level I of his typology, the
findings of this study cannot support that conclusion. The findings of this study clearly
illustrate the importance of principles to superintendents, particularly the strong religious
base from which those principles spring. Secondly, it is apparent that superintendents have
a high value on pragmatism and consequ=ntialism, but not nearly to the degree advocated
by Hodgkinson (1983). It cannot be said that superintendents chose options, or made
decisions, or solved problems on what could be termed * satisficing” although it was
recognized in negotiations that agreements may very well be the best that could be obtained
at the time.

On the other hand, Leithwood's and Steinbach's (1991) Classification of Values
Potentially Relevant in Administration provided a much closer approximation 10 those
expressed by superintendents in this study. Hodgkinson's (1983) typology may be far
more restrictive in the number and types of values identified than is that of Leithwood and




Steinbach (1991). In addition, the work of the latter authors does not place the degree of
emphasis on pragmatism and consequentialism that Hodgkinson's (1983) model does.
While consequences were important to superintendents, they placed greater importance on
acting ethically, demonstrating trust, honesty, openness, and respect for others because
these were the right things to do rather than because they feared the consequences of acting
in opposite ways.

The literature was replete with the notions of stress caused for superintendents
because of the increasing politicization of education, multiple demands of multiple groups,
“going to the top", evaluations which reflect what went wrong rather than what went right,
self-interest supplanting the communitarian good, and meeting multiplicity of demands in a
time of severe fiscal restraint. Study findings would corroborate all of these statements but
the findings have also indicated significant stress for superintendents because of
deteriorating relationships with trustees and the community over proposed changes to the
education system, the feelings of powerlessness when dealing with the Board and
individual trustees when relationships have deteriorated, and second-guessing actions taken
particularly in regard to terminating contracts of employment. Superintendent values
formed the basis for resolving many of these difficulties for, as one superintendent stated,
"If you know you're right, it doesn't bother you as much as the ambiguity of wondering if
you're right" (Henry, p. 16).

’ Finally, Immegart's (1988) depiction of leadership as a multi-faceted phenomenon
strongly influenced by values, mission, vision, ethics, and culture closely parallels the
findings of this study. Events which occur are interpreted through the values, mission, and
vision screen held by each superintendent. The degree 10 which the superinsendent
consciously assesses ethics, values, mission, and vision in light of each event is open 0
extensive questioning since all of these are held in the unconscious and their use becomes
an unconscious activity. Catholic superintendents varied in the degree 10 which they
consciously assessed their own actions against their religious beliefs to ensure rightness
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and goodness. While one superintendent held conversations with members of the Trinity,
another did not mention the religious base until questioned about it since he felt it was such
a natural part of his style that it did not deserve mentioning. All public superintendents
indicated they, 100, had a strong religiouv < faith which served as the basis for their personal
values and which had a pronounced effect upon their professional values.

Themes Two: Assessing the Rightness of Decisions

Theme Three: Beliefs Regarding the Building of Agreements and
Reconciling Diverse Political Interests

The agreement building process was of extreme importance to superintendents but
50 too was the substance of those agreements. Superintendents began with a careful
appraisal of facts and then, by careful application of their own values and principles, made
an interpretation so that a decision could be made. The "metavalue(s]” (Hodgkinson,

1983, p. 5) of logic and rationality were scarcely mentioned in the context Hodgkinson
(1983) would have us believe. Indeed, the opposite occurred and, discounting the effect of
the nature of the study on the respondents, all superintendents spoke ardently of the
importance of making moral choices, demonstrating ethical behaviour, integrity, and
resolving conflicts such that others were not deprived of their dignity and worth.
Normative rationality was present, in abundance, in every story told by these
superintendents.

Certainly the political context in which these superintendents operated required them
to pay due and careful attention to facilitating, supporting, achieving consensus,
collaborating with others, and leaving behind the old notion of arbitrarily and unilaterally
making decisions. As well, superintendents experienced the "heat” of having to make
difficult decisions and, when looking for support from trustees, found that "trustees are
politicians. They react rather than proact, and sometimes they really move only to save
their own ass{es)” (Henry, p. 38).

These superintendents had a strong desire to serve others, particularly the students.
Universally, they believed they could make a more substantial difference 10 the education of




students and to those who served students by being a superintendent. This finding is
consistent with McLeod's (1984) work.

Finally, these superintendents spent a considerable amount of time preparing for
and following up on Board meeting agenda to ensure the trustees had adequate and proper
information on which to make decisions. Invariably, they worked closely with the Board
Chairman to provide information and advice in an attempt to influence the final decisions

and the Board or individual trustees was not as desirable as it could be.

These superintendents assessed the rightness of their decisions according to a set of
prejudices or values founded, as was mentioned previously, on a highly developed sense
of religious, personal, and professional morality. These religious beliefs, and the
expectations for behaviour reflected in them, provided the ethical nature of their decision-
making--as Lyons (1991) pointed out, a "sensitive moral compass”. In addition, rightness
was based on principles rather than situational imperatives. Perhaps the greatest value to be
used in this area was that of integrity, also mentioned earlier. Universally, the
superintendents strove to do the right thing as opposed to simply doing things right--a
finding totally consistent with Sergiovanni's (1991) admonition.

Theme Four: Power, Authority, Relationships With Others, and Decision-
Making

Much of the literature in relation to this topic dealt with the moral imperative that
must temper the use of power and authority. Also evident in the literature was the need for
effective relationships between the superintendent and others in the system.

In a manner consistent with the admonitions of Sergiovanni (1991), Lyons (1991),
Robinson and Moulton (1985), and Follett (1927, 1932), superintendents in this study
placed a high value on maintaining the dignity and worth of individuals, particularly in
those instances where employment decisions had to be made or where students had 10 be
disciplined. However, and notwithstanding this finding, the humanity of the



superintendents was readily apparent when the cases were sufficiently reprehensible that
empathy for the individual was sacrificed to the principles of natural justice and contract.

Always, the superintendents were highly conscious of the potential effect of their
own actions on others in the school systc.i1. Just as importantly, they were also conscious
of the effects of their actions on themselves, particularly in regard to their continued
employment as superintendent. If, as Follett (1927, 1932) advised, power comes from
others, superintendents sought actively to empower others through a number of processes,
particularly in regard to decision-making. However, this empowerment was never at the
expense of the primary aims of the school systems and, in this regard, superintendents
insisted upon substance and stood for critical values. This is entirely consistent with
directive leadership but this directive leadership must be based, as Sergiovanni (1991)
noted, on what is right as opposed to simply what is deemed to be good.

Finally, relationships with individuals were viewed as ends unto themselves rather
than as simply a means to accomplish an end. Interdependence was found in every story
told by the superintendents and caring was aptly and formidably displayed in many, many
cases. Where interdependence tended to break down somewhat was at the Board level
when trustees themselves adopted legitimate authority and power as the base for their
dealings with the superintendent. In these instances, the true test of morality and values
came to the fore and superintendents, despite how they “vere being treated, did not resort to
&uting others in the same manner.

Theme Five: Policy Development and Implementation

Another major area of changes to the administrative role was considered o be
significant for superintendents. Formerly, superintendents established sysiem policy and
direction, controlled the release of information to trustees, and decided what to do.
Genenlly, these roles were not inconsistent with the expectations that trussees had for the
superintendents in relation to making decisions in regard to goal setting, policy
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Within the area of policy development, McLeod (1984) noted that “the educational
administrator acts as something more than an honest broker between competing interests”
(p. 187), thus providing the superintendent with a significant canacity for exerting power
and influence. In the capacity of functionary, the superintendent, as a policy implementor
and as a policy-maker, can filter and control information, reduce or expand the nature and
range of policy options presented to the politicians, fix the timetable for dealing with policy
issues, and control agenda.

Surprisingly, the area of policy development did not emerge in as dominant a
manner as predicted in the literature. While Boyd (1988) made much of the use of the
economic paradigm as the philosophical underpinning of educational policy and decried the
lack of interpretivist approaches, superintendents viewed policy as facilitating the use of
discretion by others. Simultaneously, there was, in the policy area, an emphasis on
accountability for the exercise of discretion but this should not be viewed in a negative
for the school system caused superintendents to view policy as system enhancing and
capacity-building rather than as restrictive and demanding of compliance.

Clearly superintendents were actively involved in all aspects of the policy process
and did act, as McLeod (1984) noted, as a broker between competing interests.

Theme Six: Management and Leadership of the Superintendent

extreme, failure to provide leadership often results in dismissal. In cases where leadership
is deficient, the school system may continue to operate in a status quo situation, with little
educational change occurring, few directions being set, and anomie occurring at the
political level. On the other hand, superintendents excrcise leadership in the political
context in which they work, motivate o' s to achieve superior levels of performance, pull
others together in view of the spli- ..ring forces which seem 1o permeate the school sysiem



environment in Canada today, and overcome the bureaucratic tendencies of the education

The eight superintendents who participated in the study provided 2 better
understanding of how they achiever’ these goals as they worked in their own environments.
They also provided a better understanding of their motivations in taking on such an arduous
role. Two types of leadership are particularly germane for the interpretation of the
su+ -intendents’ stories: political leadership; and values-driven leadership. Some

ckground is necessary to provide a context for the interpretations which follow.

Badaracco and Ellsworth (1989) have provided sozne valuable insights into political
and values-driven leadership. Although this material was not part of the literature review, it
is appropriate to introduce it at this point since it serves to illustrate, in a significant way,
how the study findings can be further informed. Political leadership (Badaracco &
Ellsworth, 1989, p. 13) is premised on some basic assumptions about human nature. One
assumption reflects the notion that individuals are self-serving and, as such, serve to drive
apart any concerted organizational impetus or direction in favour of their own directions
and wishes. Thus, self-interest becomes the motivating factor behind individual actions. A
second assumption reflects the notion that change, at an organizational or individual level,
will be resisted unless the change is in the best interests of the individual. Obviously, the
| and acted upon, could result in a bureaucratic, top-down, directive

assumptions, if acceptec

twentieth century. In effect, either assumption serves to divide the forces of the
organization, pitting one against the other, as self-interest seeks to win out at the expense of

The literature review was replete with the notions of self-interest, street-level
bureaucracy secking to subvert any meaningful policy changes, individual rights versus the
communitarian good, winning at someone clse’s expense, and getting and keeping power
0 advance and maintain individual and group interests. Self-interest, a highly divisive



force, may be termed a basic human tendency and has, as its motivation, personal
advancement. These views, serving to illustrate the importance of power and its exercise,
are reflected in interpreting information in a manner consistent with the specific interests of
the individual or a group with whom the individual strongly identifies, making decisions
which serve to protect and advance fiefdoms, or controlling information flow so that the
information itself becomes a source of increased power.

Superintendents, because of their position in the educational hierarchy, have
significant power to shape and determine organizational goals, develop and implement
particular ends are met. The ways in which power is used in these instances is testimony to
the leadership and management styles of the individual occupying that position. In
addition, the degree to which the superintendent establishes and maintains relationships
with others in the organization may represent a medium of exchange, a form of power, to
be used by either party, in secking ends. The manner in which self-interest is viewed--as
an aberration or as a fact of organizational life--will determine, to a large extent, the
behaviour of the superintendent.

As John's story showed, a superintendent can respond in one of two ways: by

the Board, in as many areas as possible, such that control of the ed al enterprise is
rigid, oriented toward compliance and rule-following; or by recognizing authority in the
educational enterprise is fragmented and beyond rigid control, expertise is dispersed among
varying partners in the organization, information necessary to make decisions is not always
readily and immediately accessible to the individual who is dominant in the hierarchy,

negotiation will occur to ensure various groups can maximize their access to resources, and

interest, and information. The latter point of view also requires recognizing the skills
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In education, those involved directly at the delivery level have greater expertise and
are closer to the problems and the consumers than are the superintendents. This theme was
repeated by the superintendents in this study and they felt that using the expertise of others
However, this necessity was govemned by faith--faith held by these superintendents in the
abilities of others to make appropriate decisions commensurate with their skills and
authority and commensurate with appropriate accountability mechanisms.

While these superintendents did not formally discuss managing and exercising
leadership in a school system and in schools characterized as managerially loose but
culturally tight, they recognized that the fragmented nature of the school system required
them to be orchestrators, managing the diverse and fragmented interests of others such that
they may be directed to accomplish broad organizational goals and much more specific
organizational objectives. As the school system has become more diverse and complex,
and as authority and responsibilities have become more diverse and incapable of direction
from one individual, these superintendents recognized they have less ability to affect others
through direction and control.

g their limited ability to control and direct in an active fashion, these

Notwithstandin
superintendents felt they must still assume overall responsibility for the effectiveness and
efficiency of the educational organization. By setting, usually in a consultative fashion, the
jurisdiction's goals and objectives, the superintendents helped others to achieve high
performance in providing service to students. However, it is also important 1o recognize
that the overall mission or goals of the system were determined, largely, by the times in
which they were developed. Thus, they 100 changed 10 reflect emerging realities.
mission, which served to unite the efforts of others, was still be the overriding source of
strategic and tactical planning decisions.




While it can be stated that these superintendents were influenced by pragmatism,
and by the vagaries of changing times and circumstances, these superintendents
communicated to others, through their actions, what they and, by extension, the school
system stood for.

Superintendents spoke of the necessity for developing annual objectives and
priorities for themselves and the school system to measure of the progress made, perhaps
because of the emphasis of Alberta Education in this area. However, they were also aware
that in setting objectives for others, a chain of reactions was set off, often based on the self-
interests of others. Periodically, this self-interest was counter to the best intentions of the
superintendents and their school systems. As a consequence, negotiating the specific
objectives became a critical activity such that there was a mutual commitment to the
objectives.

John's story illustrated the necessity for building agreements to achieve
commitment to rather than achieving compliance with objectives set for an individual or
sub-unit in the system. Through this negotiation and agreement building process,
consensus and teamwork emerged, flexibility was achieved, and individual initiative
recognized. In this manner, strategy was not reduced to a specific formula and the human
elements such as morale, leadership, individual knowledge, and the ability to exercise
discretion were not only respected, they were viewed as essential components of
effectiveness. Hence, these superintendents did not simply develop and analyze strategies;
they assisted others in analyzing information and making decisions by managing the overall
context in which those decisions were made.

Political leadership for these superintendents was also achieved by negotiating
structural or systemic changes within the organization. Those who exercised effective
political leadership through this strategy not only recognized the "stakes” for the other
parties involved; they also recognized secondary effects for those individuals. Thus, there
was a need for significant information about the values, personalities, and preferences of
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others. The superintendents looked for approaches to maximize support and minimize
resistance and, at times, pragmatism, as evidenced though identifying solutions which were
satisfactory (i.e., the best that can be obtained at this time) rather than the best, was as
impontant to them as their principles.

Tr.ese supzrintendents chose to use what was best for students as the maxim for
evaluating decisions they and others had made. Negotiated settlements with others tended
to model what was to come: Principles were reflected in the negotiated settlements which
served as precedents for future problem-solving in similar areas. Conflict was recognized
as counterproductive rather than energizing, generally destructive rather than constructive,
and led to winners and losers. Again, the maxim for evaluating decisions and negotiated
settlements must be stated: Actions taken and decisions made must reflect what was best
for students. On this point, there seemed to be no negotiation for the superintendents.

These superintendents placed considerable emphasis on the process of issue
resolution--almost as much as upon the substance of the issues involved. For them,
leadership was determined, to a large extent, by their vision, negotiations with multiple
parties, adjustments to changing times and circumstances, and the degree to which others
could be influenced by their actions and vision.

Rationality was one aspect of the leadership dilemma. These superi

demonstrated another philosophical orientation to their own leadership--a philosophical
orientation wherein leadership was values driven. It was this component which provided
the balance between the need for consensus, negotiation, building agreements and secking
to accomplish that which was deemed to be most worthwhile through the most appropriase
These superintendents did not overlook either the political dimension of the school
system nor the political issues in the system. Analyzing the storics showed that political
issues tended to those focus on process and, at times, these process concerns
overshadowed the necessity for substance in the school system--what the system was all
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about, what it sought to do, and the importance placed on the individuals in that system and
those on the outside who interacted with it. Perhaps the best illustration of this concern
occurred in the story of James where politics--how things were done--were more important
then the overall goal of effecting system change to benefit students. While James' story

was illustrative of the conflict which can occur in this area, others, including Henry,

only in terms of severity from James.

All these superintendents recognized that leadership had to be viewed as mobilizing
others to accomplish higher purposes than those attributed to simple self-interest. They
knew that their actions and beliefs had to be used to gain commitment from others. Hence,
they provided a focus, and demonstrated energy and creativity in the work they did. In
addition, they recognized that more was involved in lcadership than ensuring simple
contractual exchanges were provided to others to obtain a service in retum for some
extrinsic reward. They went beyond providing extrinsic rewards and focused on intrinsic
areas: creativity; exercising initiative and discretion; recognition for work done; problem-
solving and decision-making; pride; and accomplisament. They felt that meeting these
intrinsic needs provided for superior performance and commitment to the work being done.
This constituted a part of values-driven leadership.

Another aspect of values-driven leadership was addressed in the findings in the first
theme: The educational system operates much like a family or a community where norms,
i 0 others in a

values, expectations, unwritten rules, and relationships are

they had a sense of moral character--treating others right because as individuals, they
should expect no less. Values exhibited by the superintendents thus influenced the
behaviour of others, particularly as others strove 10 achieve the mission of the school

system.



313

The behaviour of these superintendents set a moral tone for the education system
and reinforced its primary aims. Nowhere was this action seen more clearly than in the
decisions the superintendents made or in the decisions others were encouraged and
supported to make. Decisions had to reflect the basic values of the individual and of the
organization. Both Lyons (1991) and Follett (1927, 1932) advocated this philosophy.

These superintendents also had to rely on the educational system itself and its aims
to engender a sense of loyalty and commitment from others such that the institution itself
was worthy of support from others. In effect, this values-added leadership was
transformational leadership and values such as trust, integrity, faimess, and respect for the
individual were demonstrated to improve communication, decision-making, relationships
with others, and evaluation of individuals and services provided.

Commitment underpinned the resolution of difficulties and problems which arise in
the normal course of events. Developing and maintaining this commitment was predicated
upon articulating and inculcating a higher sense of purpose for the education system--what
it was all about, what principles guided its operations, and what unique contribution it
could make to the education of students. What was critical about the fundamental
philosophy built on values w as that the values and the mission were shared. Common
purpose was viewed as the way to win out over self-interest.

Beliefs reflected an order of preference and importance: The students and the
parents were 1o derive service from the employees and the system. The values in both the
mission statemnent and the education system’s operations were defended by the
superintendents and rarely did they delegate this responsibility w0 others. However, they
sysiem. In regard 10 the notion of decentralized decision-making, values were extremely




the fair and just treatment of staff and students were expected. The rationale behind such
an approach was relatively obvious: If others in the educational enterprise shared the
values articulated by these superintendents and as reflected in the mission statement and
general objectives for the system, decisions made by others would reflect those values.
Further, the self-interest, expressed predominately by one major group in the enterprise--
the teachers--may be subsumed or at least lessened as they too attempted to serve students
in the best possible ways.

This did not mean however, that the values and feelings of groups--even teachers
who follow their association's positions--were not respected or viewed with a degree of
empathy. It did mean that these values could not be the focal point for the educational
system--it had to serve a higher purpose and this higher purpose had to be communicated
by the actions of the superintendent.

These superintendents also wrestled over the question as to what extent they had o
be visibly seen or have a high profile in values-driven leadership. For some, it was less
important to be involved in incidents where significant value issues came to the fore than to
have developed the capacity in others to use values similar to theirs and adopted within the
organization. While not present, their presence was felt.

These superintendents established a direction which others chose to follow. They
made clear statements about what they wanted for the school system and communicased this
% others 1o the extent that this desired state was internalized by others who did the work in
the school system, providing the services for which the system exists. They felta
tremendous ownership to effect, in the strongest and most positive sense possible, the
affairs of the system. In effect, their system became an extension of themselves, reflecting
what they believed and viewed as most important.

Finally, these superintendents recognized that espousing ideals, while necessary,
was not necessarily sufficient to ensure they are adopted and used by others as a basis for
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their own actions. Decisions made and problems solved had 10 demonstrate, or model
those fundamental belicfs, values, and ideals.

These superintendents frequently expressed concemns over the degree to which self
interest motivated particular groups as they tried to derive greater advantages from their
association with the school system. While this was recognized as a constraint, it did not
colour the attitudes of the superintendents to such a degree that directive leadership had to
be employed to force others to bend to the will of the Board and the superintendent.

Rather, the superintendents chose to exercise political leadership in developing
commonly held mission statements and priorities for the system which then were used as
the basis for resisting self-interest. Seeking commitment rather than compliance was the
rationale behind such a leadership practice. In this view, superintendents sought to create
an institution of learning rather than maintaining an organization in which leaming was to
take place. Both Sergiovanni (1991) and Bemstein (1959) commented on this
transformational process.

The literature was replete with the nature and difficulties associated with the
dichotomous roles superintendents were increasingly forced to adopt in today's educational
environment. While political leadership assisted superintendents in coping with these
multiple roles, the other remaining leadership styles--values-driven and directive--assisted
superintendents even more. Rather than choosing to actively control and direct the
educational enterprise, superintendents influenced both the Board and others and relied, 1
a great extent, on their own credibility and competence for the legitimation of this influence.

Superintendents also recognized, as Sergiovanni (1991) noted, that schools are
managerially loose but culturally tight and that the time they had to control the system was
such that it would not be a success even if they tried. While this realization could be
attribused purely and simply to pragmatism and consequentialism, higher order values were
also involved. Again, the concept of integrity was a prime consideration for operating in a
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decentralized, collaborative mode. The superintendents reciprocated faith put in them by
others by putting faith in others as well.

Directive leadership, that shown by advocating for and standing for that which is
important, also assisted superintendents in their management and leadership activities.
Coleman and LaRocque (1988) identified the creation of a positive climate in the school
system as one of the determinants of system performance and the study findings
conclusively have pointed out the necessity of this as well.

Personal Reflections

As a former superintendent, [ was not surprised at the issues raised by the
superintendents who participated in this study. However, the opportunity to discuss these
issues in depth and to further analyze their responses 10 issues, were particularly useful in
helping me to reexamine my own understanding of superintendent decision-making and
problem-solving. More importantly, the values they held in doing both were particularly
revealing and, in most cases, reaffirmed by own beliefs that there had to be substance in all
that was done rather than paying an inordinate amount of attention to process.

The questions posed at the outset of the study were very personal since they were
issues I had wrestled with during my time as a superintendent and during the time | worked
in a district office with other superintendents. With respect to the importance of values, |
found that the superintendents’ values played a significant role in the development of
system priorities for each superintendent who participated in the study. While the
involvement of the superintendent in the development of the mission statement and
priorities varied from jurisdiction to jurisdiction, there was littie doubt that the influence of
the superintendent's beliefs was seen in each one. Not only did superintendent values play
an integral part in the substance of those mission statements and system priorities, they also
played a major role in determining the process by which they were developed.

Which values were most important? First, the system existed 10 serve the clients of

the school system. As a consequence, the provision of services 10 students was seen as the



overriding consideration in these documents. Secondly, superintendents also expressed, in
every instance, a necessity for providing quality services in a time of reduced fiscal
resources. Thus, accountability and fiscal responsibility were also reflected in the
documents. Finally, superintendents recognized the value of involving others in the
process of developing the mission and priorities such that commitment to both would be the
norm and compliance the exception. Process and substance were paramount considerations
but these superintendents did not allow process to dictate substance. I was extremely
pleased that they were not prepared to sacrifice their beliefs in the value of education nor to
allow self-interest to become paramount to communitarian good.

Working in the political domain, especially with trustees, has been and still is an
arca for my personal growth. I was particularly interested in how these superintendents

one of the primary methods for determining actions in the school systems was the mission
statement, which served to unite all in pursuit of a common purpose. In effect, it served as
the justification for actions taken, even those actions involving the disciplining of staff and
their potential termination of contract. In every instance, the mission statement for the
system was debated by members of the teaching staff, the trustees, and parent and
community groups. In the hope that consensus could be reached, which it invariably was,
consensus was to serve as the unifying force, thus institutionalizing a set of beliefs.

Superintendents spoke of the necessity of building agreements in all aspects of the
school sysiem. By actively involving others in the debate, by listening to the opinions of
the school sysiem, agreements were built to proceed on courses of action.

At the Board level, superintendents 1ok great pains o provide as much information
as possible to assist the trustees in formulating decisions. Consistent with this information
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degree of trust these superintendents had in the Board and the Board in them was a
requisite for their success and none would take actions which would diminish this trust.
Whether this came about because of their wish to survive as superintendents or because
they were operating from higher principles, or both is moot.

I was also provided with some excellent insights as to how superintendents
resolved value conflicts in their school systems. First, superintendents clearly articulated
and modeled a set of values and beliefs such that others would know and be able to predict
where the superintendent "was coming from" on most issues. Secondly, these
superintendents actively pursued harmonious relationships with the partners of the
education system. The degree to which the relationships were either good or bad often
determined the frequency of issues arising and the severity of those issues. Thirdly, they
had a highly developed “nose” for anticipating problems before they become problems.
Anticipating and confronting problems allowed for an early resolution of issues.

Fourth, the superintendents were not adverse to asking for assistance on delicase
issues, particularly those involving issues in which they may not have tremendous
expertise. Involving the Department of Education, often in an evaluative or consultative
capacity, was deemed advantageous for developing recommendations for action. Fifth,
they praised frequently, stretched strengths, and attempted to "steer rather than row".
Sixth, superintendents allowed for and actively encouraged the exercise of discretion by
others who were in positions to make decisions closest to the impact of the decisions.
Finally, superintendents acted in a manner wi h always reflected integrity (a sense of
wholeness), sincerity, concern and caring fc - thers, honesty, trust, and a willingness to
take a stand on issues where process may appear to win out over substance.

Despite the exigencies of time and place and the prevalent notions of situstional or
contingent management and leadership styles, I found these superintendents stood for more
than what was right for the time. Good and right invariably reflected, in descending order
of importance, doing what was in the best interest of students, deeply held personal and
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professional values, especially those in regard to relationships with others, and
management of the school system including, but not limited to use of fiscal and human
resources and accountability. Superintendents stressed the importance of their religious
beliefs, which they used, both consciously and unconsciously, in assessing their own
behaviours.

I was also pleased, perhaps because it confirmed my own basic leadership beliefs,
that these superintendents paid due and careful consideration to the process of seeking the
involvement of others in making decisions and developing plans for the school system.
While it was seen to be desirable to involve others, a number of superintendents stressed

the importance of ensuring those involved have competence, expertise, and a direct

relevance to the issue at hand. Thus, judging for relevance, expertise, and compet
critical prior to commencing the consultative process.

A further area involving judgment also emerged from the study findings: Timing
the introduction of changes and the pace at which the changes are implemented may either
facilitate or impair the adoption and commitment to the changes. More importantly, the
superintendent must decide whether the change would be of greater benefit to the students,
to those who provide services, and to the system as a whole than present practices

wmmmmmmmmumkmmﬂhmt

components of seeking commitment rather than compliance.
Recommendations for Further Research

The study has provided a significant number of areas which are deserving of further
research and inquiry:

1. The agreement building process was deemed to be critically important in
determining not only the success of the school system, but also of the superintendent
number of superintendents participating in this study could be potentially classified as
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experts in this process and have identifieci a number of critical areas in which significant
agreements have been built. In an era of declining fiscal resources, coupled with increased
expectations, school systems will be forced to make major agreements with all
stakeholders. It is suggested that an ethnographic study be conducted to further analyze the
agreement building process in those school systems deemed to have successfully adapted to
the changing economic times through building agreements with the staff, the parents, and
the Board.

2. Relationships are viewed as the key to building trust, commitment,
undertaken to compare and contrast relationship building in a number of areas to more fully

determine underlying values and philosophies inherent in successful relationships. This

Board, as this study has clearly pointed out.

3. Hodgkinson (1983) frequently commented on the necessity for viewing
administration as "philosophy in action”. However, no one has yet thought o ask
administrators the degree to which philosophical orientations have an effect on
administrative actions. While this study has attempted to probe the axiological nature of the

ontological reality in which the Chief Executive Officer operates. The changing fiscal
such that others may learn from the processes by which reality is defined and acted upon by
the superintendents of schools.
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Appendix "A"
Interview Questions

Thank you for agreeing to participate in my study. I'd like to take this opportunity
to make you aware of the nature of the study and the methods to be used to gather data.
The focus of the study is to understand, by gathering some stories of your experiences,
how values, ethics, and morals affect the decision-making and problem-solving of
superintendents of schools as they exercise leadership in their school systems.

Immegart (1988) has developed a conceptualization or a model of leadership
which shows his views about the influence of values, morals, and ethics on leadership.
I'd like to give you a copy of this model to structure your thoughts prior to formally

beginning the interview questions. The model is as follows:

Values thics IA Culture

IIECBDI'IS.

Set of
Events-§» L:ader’s —pnbsecnves Of el o tivities ——— Reml:s or
Mission baundaﬁes for (]gm' and

' )
Situations vum

expaamms

Model of a Broad Conceptualization of Leadership
From: Immegart, G.L. (1988). Leadership and leader behavior. In NJ. Boyan (Ed.),

Americen £ nessional Research Avsociaton. ew virk. Compranc

The interview questions will focus upon differing aspects of the model, but
particularly upon the beliefs, values, mission, ethics, and goals to which you ascribe.
When responding to the questions, I would like you to describe some situations in which
you have experienced conflict, both internally and externally, in a positive or a negative

sense, over vision, values, ethics, objectives, and mission.
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Appendix "A" (continued)
some basic demographic information to assist me in the final analysis of the data.

1. How large is the school system in which you work?

2. How long have you served in this capacity?

3. What are your educational qualifications?

As [ mentioned earlier, the study is attempting to determine how values, ethics,
and beliefs influence the decision-making and problem-solving activities of the
superintendent of schools. The following questions have been designed to provide
insights into these areas. Where possible, I would very much appreciate it if you could
amplify some of the responses with anecdotes or examples. The questions are:

1. What is important to you in your personal and professional life?

2. What professional goals do you have which may be separate from your
personal goals? To what extent do your personal and professional goals coincide?

3. Do you have any particular objectives which you wish to accomplish during

your tenure as superintendent? What stimulated your decisions in regard to this mission?
To what extent is your mission reflected in the priorities for your school system?

4. When the system priorities were developed, did you experience any conflict
with other stakeholders over the nature and number of the system priorities? Please
describe the nature of the conflict, the causes of the conflict, and how the conflicts were
resolved?

5. What are the circumstances which cause you stress or pressure in complying
with specific directions with which you may disagree? How would you respond w0 those
circumstances? Can you give examples when this may have occurred?

6. Can you describe any instances when you have experienced any conflicts

between your own personal beliefs and what the job requires of you? How did you feel
when those conflicts occurred? How did you resolve them?



Appendix "A" (continued)

7. Have you ever felt uncomfortable with your use of power, either of a
discretionary, influential, or legitimate nature, to accomplish your own and the system
objectives? Can you provide examples? How do you balance the demands for
involvement of rthers in decision-making while still remaining in control of the operation
of the school system? Can you provide examples when conflict has arisen over the
demands for involvement of others and control?

8. What aspects of your role provide you with the most satisfaction? On the other
hand, which aspects of your role provide you with the least amount of satisfaction? Can
you please explain your reasons?

9. Please describe how you seek agreement and support from the stakeholders in
the school system, especially at the political level (i.e., Board of Trustees). When you
sense resistance from some stakeholders, how do you manage the resistance and why do
you feel that the chosen management strategy works? Can you provide an example to
illustrate this resolution?

10. What are the most important aspects of your own decision-making style? In
your tenure as a superintendent, can you think of a most important or crucial decision
which you had to make in either the policy, personnel, or financial area? Please outline
this crucial decision and describe how you came to do what you did? What were the
outcomes of this decision and how did you assess the rightness of the decision?

11. Policy and the policy process are heavily imbued with values, biases, and
expectations which can often result in conflict. Can you describe any significant policy
conflicts which you have experienced? What were the causes of the conflict? How

12. Do you have any questions at this time or is there anything else which you
would like to add?
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Appendix "B"

Participant Contact Letter

#23 Brookside Avenue,

Spruce Grove, AB.
X1B6.

August 25, 1992,

Dear :

During the 1991-92 year, I have been enrolled in a Doctoral program in
Educational Administration at the University of Alberta. Having completed the
necessary course work, the Ethics Review, and the Doctoral Candidacy, | am now ready
to turn my attention to conducting the rescarch associated with my topic area. As with all
research, those conducting it must seek participants to provide data. At the outset, |
would like to ask you to be one of the participants in the study since the focus of the
research revolves around the superintendent and the work that the superintendent does.
Some further information may assist you in making a decision whether or not to
participate.

The study is designed to probe the value base of superintendents and the roles that
these values play in superintendent decision-making and problem solving. Values are
defined as those fundamental beliefs which serve to provide direction to people and
which reflect concepts of morality, ethics, and relationships with others. Often, when
superintendents put their individual values into practice, they may experience conflict
within themselves or with others who espouse differing values. Essentially then, conflict
can result from different expectations about "doing things right” or "doing the right
things". In this basic conundrum lies the essence of my study: What values serve to
guide decision-making and problem solving of the superintendent and how are value
conflicts which the superintendent experiences resolved?

To acquire data relative to these questions, | to use the interpretive
research method which will consist of an interview format and a document analysis.
This format has been selected since the topic of the study does not easily lend itself 10 an
empirical study via questionnaires. The interviews will normally last two hours and will
be tape recorded to allow for the transcription of the interview and the subsequent
analysis of data. Beyond the interview with each participant, I would appreciate
examining documents which relate to the broad directions, plans, and priorities for the
school system. These documents will also form the basis for part of the interview,
especially in regard to the value base which is reflected both in the substance of the
documents and in the process which was used to develop the documents.

With some participants, it will be necessary to conduct a second interview 10 seek
clarification of issues, topics, views, and behaviors which from the data analysis
of the first interview. | anticipate that the second interview will take no longer than two
hours. Like the first interview, the conversation will be tape recorded 10 facilitie
transcription and data analysis. Prior to the second interview being conducted, | would
mmmmam‘zedmmxﬁwdmmmmnmﬂwym?w
your about both the particular comments and incidents and the context in which
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Appendix "B”
Participant Contact Letter
.2.
Other information to assist you in making a decision to participate includes:

1. All research will be governed by the Ethics of Research as devclo}xd by the
University of Alberta. In light of these Ethics, participants are guaranteed

conﬁdcnmluy and anonymity and any comments which are excerpted from the interview
data for use in the Dissertation will be attributed to a pseudonym known only to the

researcher;
2. You may, at any time, decide to opt out of the study despite your initial

agreement to participate;
3. A copy of the Ethics Review Application and the signed approval are included

in this pickige for your infmtm‘

place i m lemher 1 recnfgng that this time is an espar.:xdly hectic one for
superintendents, and I am fully prepared to meet with you outside of regular work hours
and ata place other than your work site. Arrangements can be made to suit your schedule

and your commitments;
3. Should you determine, after examining and reflecting upon the transcribed

data, that an incident which was described might be potentially dnmgng, you may
exercise the right to have any reference to that data deleted from the data analysis and the
repomng of the data;
A signed guarantee of conﬁdenm.hg and anonymity will be provided to you;
7. An executive summary of the final Dissertation will be provided to you in
recognition of your assistance.

I have taken the liberty of includin ém copies of a Letter of Intent to Participate
in this package for your sign It wou &w@ﬂmm‘dﬁm
one Letter of Intent to me SeptemberlSﬂaﬂ;wi a tentative time when you feel we
mﬂﬁﬁﬁdﬁfwdﬁmnﬂﬂmmw A postage paid envelope has been included

convenience. Please retain one copy for own . If you require any

mfmummgsmyoummnhngndecmm please do not hesitate to call me at
962 1432 in the evenings or at 427-8217 (Alberta Education, Policy and Planning
Brlﬂfh)dunn;di:diy

It is my sincere hope that you will assist me in conducting my study. Your help is
most certainly needed. I look forward to meeting with you in the very near future.

Terrence (Terry) J. Wendel.
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Appendix "C"
Ethics Review Document

Description of Project and Procedures
for Observing Ethical Guidelines
(PLEASE TYPE)

Purpose: The purpose of the study is to determine the role that values play in the
decision-making and problem-solving activities of Alberta school system
superintendents.

Methodology: To acquire data relative to the topic, a series of semi-
structured interviews will be held with between seven and 10 practicing
superintendents of schools . The interview will provide a means for exploring and
gathering experiential material which can provide a resource for developing an
understanding of the phenomenon of values and also will provide an avenue to
secure deeper meaning of those experiences. Documents relating to the
establishment of priorities for the school system will be examined and will
be used for a discussion of values which underlie the priorities.

The interviews will be tape-recorded and transcrived and anal: 7:d for
emergent themes. All participants in the first set ot interviews will be provided
with the opportunity to review the transcripts and the analysis if they so wish.
From the analysis of the first set of interviews, it is proposed that a second set of
interviews be held with those participants (3-5) who have provided the richest
material. These interviews will be tape-recorded and transcribed to facilitate
exegetical analysis.

Nature of Involvement of Human Participants: Study participants will be requested to
participate in one, and possibly a second, interview. Those who wish to receive
a copy of the interview transcript and the thematic analysis of the transcript will
be provided with the material. Those participants selected for the second interview

Are underage or "captive” participants invo'ved? NO
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Appendix "C" (continued)
Ethics Revirew Document
22

Please describe clearly the specific procedures for observing the University of Alberta

cthical guidelines for research involving human participants.

1. Explaining purpose and nature of research to participants:
Superintendents will be identified from a listing of the members of Zones 2, 3,
and 4 of the Conference of Alberta School Superintendents (CASS) obtained from

the researcher and will;

1.

Explain the nature of the study and the general procedures to be followed in
the conduct of the study.

Explain the projected time requirements for the interviews.

Contain a request for documents related to the plans and priorities for the
school system.

Request the participation of the candidate in the study and an indication of
willingness to participate by the return of a Letter of Intent to Participate.
Explain the procedures related to the Ethics of Research as per University
of Alberta guidelines and the concomitant guarantees of confidentiality and
anonymity of participants in human science research.

Explain the timelines for the research activities and their involvement in
subsequent interpretation and reporting of the data.

All participants will be asked to indicate their willingness to participase in the
study by returning a signed Letter of Intent to Participate to the researcher.

Should further informati

1 be required by the potential participant before

informed consent is given, the individual will be invited to speak with the
researcher and/or the advisor.

3. Providing for exercising the right to opt out:
All participants will be advised in the initial contact letter that if they agree o
participate, they are free to opt out of the study at any time. Further, the Letter of
Intent to Participate will contain a clause which acknowledges awareness of the
participant to opt out of the study at any time.
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Appendix "C" (continued)
Ethics Review Document
-3-

4. Addressing anonymity and confidentiality issues:
All participants will be guaranteed both confidentiality and anonymity. All
participants will be assigned a pseudonym which will be used in quoting
responses. Data analysis will not reflect the names of personnel, jurisdiction,
or other parties involved in critical incidents or issues related to values, value
conflicts,and the resolution of those value conflicts. The researcher will provide
a signed guarantee of confidentiality and anonymity to all participants.

5. Avoiding threat or harm to participants or others:
All participants will be assigned a pseudonym which will be used in
data analysis and in the reporting of data. Data analysis and reporting will
be devoid of any names of personnel, participants, or locations. Should any
participant, upon reflecting on the transcribed data, feel that an incident which
was described might be potentially damaging, the participant may exercise the
right to have any reference to that incidence deleted from both the data analysis
and the reporting of the data.

6. Other procedures relevant to observing ethical guidelines not described above (e.g.,
training assistants directly involved in data collection):
None.

APPLICANT: Please submit the completed application form
to the Department Chairman's Office.
When the application has been reviewed, a copy of the

form will be returned to the applicant. The copy of
the proposal will be retained on file.



Letter of Intent to Participate
LETTER OF INTENT TO PARTICIPATE IN DOCTORAL RESEARCH
To: Terrence J. Wendel,

#23 Brookside Avenue,
Spruce Grove, Alberta.

Please be advised that |, e i
hereby agree to participate in your Doctoral Researc Ject entitied VT he 48
Superintendents and the Influence of Those anuu on Superintendent Fmblein-
Solving and Decision-Making". This agreement is made subject to the following terms
and conditions:

1. That the research is to be conducted as per the Ethics of Resean:h as developed by the
Unlvg,rsuy of Alberta and as per the material found within the approved Ethics Review

rllcgnan which has been appended to your letter of request. Specifically, the
following points are germane to this approval:

(a) As a participant, I am guaranteed of confidentiality and anonymity and any
comments which are excerpted from the interview data for use in the Dissertation
will be attributed to a pseudonym known only to the researcher;

(b) I'may, at any time, decide to opt out of the study despite my initial agreement
to participate;

(c) Arrangements for the interviews can be made to suit my schedule and
commitments;

(d) Should I determine, after examining and reflecting upon the transcribed data,
that an incident which was described might be potentially damaging, I may
exercise the right to have any reference tn that data deleted from the data analysis

and the reporting of the data;

(e) Approval is given subject to the sngg_;umnme of confidentiality and
anonymity noted at the bottom of this letter;

(f) An executive summary of the final Dissertation will be provided 10 me in
recognition of my assistance in this research project;

(§) The interviews may be tape-recorded to facilitate transcription and data
analysis;

(h) Copies of the transcribed data and themati ysis will be provided to me as
mnmblufmmemlu;mufmeﬁ:ﬁmmw
after the second interview.

Dated this _____ day of L1992 at —
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Appendix "D" (continued)

Letter of Intent to Participate

GUARANTEE OF CONFIDENTIALITY AND ANONYMITY
I, IERRENCE L. WENDEL, guarantee confidentiality and anonymity to

with respect to interview data obtained while conducting

research associated with a Doctoral Dissertation entitled "The Values of Superintendents
and the Influence of Those Values on Superintendent Problem-Solving and Decision-
Making' and that no reference will be made to location or jurisdiction in the attribution
of excerpted responses. It is further guaranteed that any comments excerpted from
interviews will be assigned a pseudonym and that the interviewee reserves the final right
to approve the inclusion of excerpted data in the Doctoral Dissertation.
Dated this dayof ___  ,1992at Alberta.
Signed:
Terrence (Terry) J. Wendel.
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Appendix "E"
John's Story

The Setting

In John's lengthy tenure (more than 10 years) as superintendent of an urban public
school district, significant problems have emerged in the areas of educational finance,
communication with a number of interest groups, growth, the demands for accountability
and results, balancing individual rights with communitarian good, and choosing broad
educational goals to which the community as a whole can ascribe. Strong personal and
spirimnl beliefs serve as the foundation for the actions which John has taken in
Personal and Professional Beliefs and Values

When asked about what was most important in his personal and professional life,
John indicated he has struggled with this question, and will continue to struggle with this
question, for most of his personal and professional life. ldentifying family as the most
crucial value in his personal life, he became more expansive in terms of professional
values:

Some of the things that I've discovered about myself, and there are probably a lot
that I don't know, lsmncermnlyfgmﬂyunvaymmtvdue Doing the
wnrkm:;aad'”lf , doing a good job is an i nt value. Doing the right
things right is a value. It's very important. (John, pp. 2-3)

Reconciling personal and professional obligations and upmons was extremely
important to John and he indicated that despite best efforts to reconcile these differing
goals, conflicts can and do occur. However, he indicated superintendents cannot operate
Personally and professionally, John felt
the goals mesh and the goals are reconciled. I think that in the s endency,
the personal goals that you have are certainly in conflict with fmly ym
hwemmaﬁhemeumim;, My.ﬂ:pd:ﬁnym
work are oriented soward the goals of pu Budpolidei.

directives, and 3o forth. The work of the schools. Yaurfmil commitments are
to people within that family. So, mﬂly,dmeuemﬁnmim But the




way in which you deal in these realms should be essentially thé\grihd 2y d88g
with the same values. (John, pp. 7-8)

This process of reconciliation came early to John when he recognized that family
must take precedence over his professional obligations. Making a role change from a
teacher to a school-based administrator to that of the superintendency called for a re-
thinking of previous time commitments necessary to do a job and to spend on family
activities:

I was a pretty active teacher. But, doing a superintendent's job is just so much, far
more demanding in terms of personal time. I think the best reconciliation of it
was when I realized and decided that my family had to come before my job. If |
ever placed my job before my family then I had the wrong priorities. But the way
in which [ was able to help my family understand that the family comes first is to
talk to them about it. To help them understand that, okay, you are more important
than the job, and that I've got this job to do and talk about the tasks and the jobs to
bJe gone an_cli ;t their agreement that indeed, it was important to do this job.
(John, pp. 7-

John noted he was never forced into making the difficult choice between family and the
superintendency. Having secured family support for his position as superintendent and
the recognition that the role would entail more time than either of those which he
previously occupied, he was able 10 successfully balance the demands associated with
both. However, he noted that if the demands could not have been reconciled, family
would have won out over the superintendency. John spoke forcefully about this issue:

My family] su me in it and said, "It's okay, you know. It's okay that you

spend that time ." 1 don't think it was ever a conflict in my mind to that point

because the Board wouldn't see what's ing within myself. But, | would
think that the Board would realize, that when it comes to personal values, the
family would come before the job. But, if it ever comes to the point where the job

interferes with family, or family interferes with the job, then I'll start looking for a

different job. If I can't make the two work together, then I've got to find another

job. My family understands that too. (John, p. 8)

John frequently mentioned the importance of doing the right things right in the
interview and he felt success was largely determined by the degree to which solutions
could be found for problems:

Success is a value and being successful to me means finding solutions 10

problems. When we're dealing with problems, it means designing systems that

will work. ltmeansin::lemmings that will work. It means doing the job
right. Doing the right things right. (John, p. 3)

RR1.
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Success and satisfaction were highly related for John and satisfaction came largely from
working with others to build, shape, and share agreements in matters as diverse as setting
directions for the school system, evaluation of personnel, developing policies, and the
resolution of conflicts:

I think success was making agreements, and when 1 make an agreement I feel
good; when I'm searching for it I feel bad. Where we're scrambling, we're
scrapping, we're parrying, we're debating, we're weighing, we're discussing--all of
that is unsettling. When you get it all together and you tie up the agreement,
whether it's a small one individually, or a big one, whatever it is, certainly at that
point in time you feel good. There's a bit of a high that you get out of it. (John,
p. 19)
John also derived satisfaction from another source:
But the other one, I think, is seeing kids in a school. I just love to go to the school
and see the kids. I'm such a softy about it that it makes me choke up sometimes.
Really, when you see these little guys reading with all their heart or just putting
all into it, doing a good job, that's the one that really makes me feel good. (John,
p. 20)
Essentially for John, "satisfaction came from doing the work and doing the work well"
rtant, although he admitted to feeling

anxiety in some new situations:

I probably work in that realm (i.c., being positive) more than I do in the realm of
the dissatisfiers. I choose not to be dissatisfied. I choose not 10 get into that area.
I centainly have anxieties. Whenever I do something new, I'm probably scared
half to death to start with, so consequently, 'm scared half to death most of the
time, I guess, because most of what I do is new even though you've been through
it before. You go into a new setting, you're looking for the solution, you're trying
to set the goal. kym?mhntmmmmmﬂofmuhmm
That would be a source of anxiety, but it's not a source of dissatisfaction. In werms
of being dissatisfied, I've chosen not to let that become my life. (John, p. 20)
Doing the right things right, within the political context, was crucial for John and
he found that making judgments about the rightness of actions was based on beliefs in the
political and democratic processes, commonly held objectives and goals or the school
district, collaboration, and extensive communication with various stakeholders:
I think in terms of my job, if you look at the superintendent as the CEO,
thing 10 do. You've got a policy, a policy that represents the public will and in

public education we are essentially implementing the public will and we do it




policies, the goals for the schools, the objectives, the priorities, all of these come
through our school board. It's done, I think, in a collaborative sense. We involve
members of staff in the schools through our school principals. We involve the
community through various communications with advisory groups and so forth.
But, in the end, it's the Board that sets the policies which they think is the right
thing to do. So, the goals are set in that way. (John, p. 3)

When probed further about personal and professional values, John emphasized

honesty, integrity, the importance of relationships, even within the political context,

vision, commitment, consistency, and advocacy for education. John also recognized the

importance of modeling these fundamental beliefs and values in his actions and that this

modeling was a crucial determiner in his own evaluation of his success as a

superintendent. Recognizing this was a difficult thing to do, John expanded upon his

practice and how beliefs were demonstrated in his practice:

I think that's really a difficult thing to do. I think it's a feeling you have and
probably beliefs you have. Where you develop these beliefs in terms of honesty,
integrity, treating the other person, you know, the Golden Rule: treating them the
way you would want to be treated and so forth. Openness. I don't just have a
listing myself. (John, p. 6)

When asked how these beliefs were modeled in his practice, John noted he had been

recently reading and reflecting upon this issue:

These are some of the things that I think are true. If you think in terms of
behavior and things that | would value: Behaves ethically; has in

skills; you've got to be able to work with other people in such a way that you work
successfully. t depends on good communication; it depends upon a vision.
Ours in the school district. Helping students become the best can be. A very
simple way of saying helping each student to reach their potential but at the same
time not losing sight of society that you're talking about. Not one at the expense
of another. g up on things. Being an advocate for education, the o
importance of education. Of course, in my work here, being an advocate of public
education. Being sensitive to others. Being consistent. There's a whole host of
things that come out of here.

In the area of values: integrity; honesty; hard work; family; seamwork;
sincerity. All of those things fit into there. And, I suppose, how do you model
them? Well, you try to live that way and so that's the wa
to be that kind of a person. And being human, you never are what
ought to be. You never achieve that goal but that doesn't make the goal wrong. It
just means that you didn't do it! When you make those mi i
Qeoplefotmkingiundyouletdnmhmhowver.m

our intent was to do the right thing and to do it i i
guess that's more of the values area.
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For John, the orientation in finding something which would work must be related
to overarching goals and mission. These served as the basis of the agreements reached
between and among the various groups seeking to advance their own interests through the
political process. John also recognized people believe what they are led to believe and
likened this to the Biblical reference to raising children. Leading was strongly related to
the mission statement developed for his school jurisdiction. John also recognized the
importance of morality in exercising leadership and assessing the rightness of actions
taken. He spoke of a strong religious faith as the basis of his morality, but recognized his
particular faith could not be advanced in the context of the public school system:

Oh, yes, morality is there; assessing rightness of it. And for myself, personally,

it'll come through religion. Oh, sure, yes, I'm a church person, and my family is

too, and that's a basis of morality for me, no question about it. But in terms of the
superintendent’s job, I can't use a denominational interest; it has no place in it,
because if you put one denomination before another within a public-school
system, you're really not serving the public-school system. No, the ethics are
there; they've got to stand. But [ can't use my religion as the justification for it in

my job. (John, p. 35)

Despite the fact John felt he could nut use his denominationalism as the justification for
his actions in the public school system, he felt it still provided a guide for his very
fundamental beliefs. When asked if he acted in accordance with deeply held principles or
because of pragmatism, John was very clear:

That's an interesting one. | asked a grade seven kid of mine that ago when 1

was teaching in a social studies class. He said, "You know, you have to do it

because you believe it's right, not because of fear of consequences.” Sure, all of
them are part of me, but the most important one is that you do it because it's right.

Oh, yes, it's pri 'glcs. the deeply held principles. That has to be the justi

for my behavior. But fear of consequences has to be another one, and pragmatism

is another; it works. (Joha, p. 36)

While John indicated a belief in action being justified by deeply held principles, he also
indicated his actions were governed, to a lesser extent, by consequences and pragmatism.
However, he clearly ruled out preference as a basis for his actions: "No, I don't think it's
simple preference. No, simple preference wouldn't be it. But the other three definitely,
yes" (John, p. 36). When the interviewer advised John that the literature shows that over

80% of administrators choose to act from the bases of pragmatism, consequentialism, or
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collaboration, John indicated he was not surprised. However, he also indicated these
were not the best ways to determine how administrators should choose to act:

I think that's the wrong basis to work from, myself. I think being principled is the
basis to work from in the end. We get into an awful lot of debates, and it really
bothers me to hear people make a decision only because it'll work, it's the easy
way out, or whatever. But at the same time if you argue that it's right and it's
damaging somebody else, then it isn't right. It's really complicated. (John, p. 37)
John believed principles are religiously or spiritually based and for him, there was no
conflict between his religious beliefs and his work and personal life: "I think those
principles are normally religious or spiritually based. I think so. But I don't myself see a
conflict between my religious beliefs and my work and my personal life. Idon't have a
conflict there” (John, p. 37). For John, successfully integrating spiritual and religious

principles, consequences, and collaboration in his personal and professional life was very

Belief that policy developed by the Board is "right” stemmed from John's view of
the democratic process. Value judgments, in the area of policy, reflected the belief that
since trustees have been elected by the body politic, decisions made by the board
reflected the political will of the electorate:

The value judgment comes from the democratic process. Each trustee will bring a

different set of values. Each of them will be receiving input from different people

in the community with different values and really, I guess, in a public setting, it's

a social justification, essentially, of the goals. And, that's, I think, what the

essence of democracy is that there are these things that are justified in that way.

So that would be doing the right thing. (John, p. 4)

John was unequivocal in his belief that means and ends cannot be separately
determined and that ethical actions must always guide the pursuit of the ends. In
discussing methods of determining whether policy enacted by the Board was right, John
commented that

doing it right is making sure that it happens with that goal in mind. If you're

moving towards that goal . . . and there I think, when you look at values and

ethics, you do it in an ethical way. You think in terms that the end justifies the
means--that by itself [ don't think is true. (John, p. 4)
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Unfortunately, John noted that today, in Canada generally, and in his community
specifically, reconciling the rights and aspirations of the individual with those of the
community was becoming a much more difficult process than ever before. John
commented that individualism and collective well-being must work together if both are to
be well served:

So there are these values of honesty and you know, just the moral values that we

have in our society. The mores that come through the religions that we have

within the communities: the respect for the individual; the respect for the public

will. Does the individual come before the group? I think that the two have 10

work together where you don't let one individual action work to the detriment of

the general welfare and then, on the other hand, the general welfare shouldn't

work to the detriment of the individual. (John, p. 4)

John noted that in the community in which he works, there is significant concemn
about the Young Offenders Act, its impact upon the well-being of the community, and
the general perception that the rights of society are being sacrificed to the rights of the
individual. Working in a partnership with a number of interest groups, social agencies,
and other levels of government, school district personnel are attempting to address the
problem. John noted the goals of the school system, in particular, and the goals of
education for Alberta in general, emphasize the development of the individual such that
the individual can make a contribution to society. While no examples could be given to
illustrate a conflict between individual rights and the common good within his school
jurisdiction, John commented

[ can't identify any specifics there but I raise that one [Young Offenders Act]

because I think, as we look at the goals of education, we talk essentially about the

ultimate aim of education is to develop the abilities of the individual in order to
fulfill personal aspirations while making a positive contribution to society. So,
we're looking at both dimensions. (John, p. §)

Balancing the achievement of individual aspirations and societal obligations was
seen as a basis for assessing the rightness of decisions made by the school system. In
response to the question of achieving a balance between these two extremes, John noted

I think that's a goal that we try and assess decisions through. Are going to

un!?hat’s

expel a student for example? What's the benefit to the student
impact on the rest of the student body? It's certainly one of the issues and you've
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got to look at both of them. Just as a screen that 1 think you have (o use for
decision-making. (John, p. 6)

Personal Objectives as Superintendent of Schools (Building Agreements)

John indicated his primary goal of success is no different today than it was when
he first started as superintendent: "I don't think that there's anything that I want to do
that's any different than when I started. Because, [ think that when I started, the overall
goal of achieving success is still the goal today" (John, p. 8). After stating past successes
mean little in considering success in today's education systems, an admonishment was
given that superintendents cannot rest on their laurels and hope success will come their
way:

Yesterday's successes don't mean anything today in terms of achieving success

today. Each day, each day, you're on your own merits at that present point in

time. You never get to the point where you rest on past laurels and say, "Well,
that's going to stand me in good stead.” Because, you're always going to be
looking to the future in terms of the objectives that are there and the objectives

you have are going to be changing. (John, pp. 8-9)

Cognizant of his own admonition for determining and acting upon objectives
which represent changing times and neeas. John strongly advocated for strategic
planning, determining needs, consultation and collaboration with various stakeholders in
the educational community, and budgeting to achieve objectives as primary obligations
for his superintendency. When asked about the importance of changing to meet changing
objectives, John indicated,

[it is very important but) more so on an annual basis, in so far as the school

district is concemed, because you're looking at an annual planning cycle. The

strategic planning is done on an annual basis. We treat our budget as a strategic
planning document. We just had a meet.i:g with a couple of our school principals
this moming in terms of their priorities and action plans for their schools.

Building them all together and that rotates on an annual basis. So, the overriding

objective of being successful, that hasn't charged. | don't have any grandiose

lans to say, “There is this one thing however. If I could do that, then I'd rest
appy!" (John, pp. 8-9)
For John, the superintendency was characterized by striving to develop the best school
system possible given the constraints encountered in the context in which one works.

Developing this "best" school system consisted of determining and addressing needs



which exist within that school system. This process went far beyond simply identifying

one crucial area and assuming past successes would guarantee achievement of the new

objectives:

What you do is assess the need, and on the basis of the assessment of the need you
identify the need, you talk about whether or not indeed the need may be real, you
get the stakeholders involved in assessing the need and determining whether it's
real or not, whether or not it's a priority need, and you set goals on the basis of
these gnonues and then you strive to achieve those goals. And, we've basically
got it built into an annual strategic planning model, an annual cycle with the
budget, our budgeting prccess, at the very center of it. That's going to change all
the ime. (John, pp. 9-10)

goals, and wants of various interest groups. John noted conflicts arise when stakeholders
have different visions, priorities, and objectives. He gave some examples of areas in
which conflicts had occurred: integration of the mentally handicapped and other special
needs children; native education; French Immersion Kindergarten programming;
stakeholder groups from different school jurisdictions; and operating a school system on
shrinking resources while attempting to meet a multiplicity of demands. John was
philosophical about managing these diverse and often conflicting interests:

We've got different roles and different expectations. So, there are some natural

conflicts that are there. So, you start to bring this together. Tanhrpgxﬂm,l‘ve

often described my job as one of building agreements. Consensus of it but

you have to have the agreement and the agreement level varies & ding to the
group that you're looking at. (John, p. 10)

Philosophically and pragmatically, the process of building agreements was crucial
to John as he fulfilled the role of the superintendency. Not only were agreements with
multiple stakeholders important to him, the process of building agreements was equﬂ!y

Trustees:

Alldw&Manumdsﬂvﬂum;mu We've got

a policy handbook here that has a whole bunch of 2 Every single

pohcyuanwt. mmmnmﬂmummgm
direction that we will work on. And, that's by simple majority. Majority

rules. (Joha, p. 10)
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In dealing with field-based administrators, John used a similar strategy to build
agreements, but he reserved the right to make the final decision if agreements could not

be made:

When | get our school principals together for principals’ meetings, | work on a
consensus model with the understanding that rhald the right to make the final
decision. And, what I do is go at it with the school principals in a principals’
meeting, look at all the issues, look at all the problems, let them talk themselves
out to the point where 1 understand all of the problems that they see, all of the
objections that they've got to it. Get it all out on the table. Get other people to
show the other side of the issue. You work at it on a consensus basis and in time
you find out that within that group there is an agreement that starts 1o emerge, that
you see people start to throw in with. Then, as a group leader, I do the consensus
statement and say, "Does this appear to be the answer that we're looking at?" and
get a lot of silence. And then I try the statement that says, "I'll take silence to

mean agreement unless you indicate to the contrary.” There's all kind of little
techn(i)?ues that you get at to say okay, "We've built this agreement now.” (John,
pp. 10-11)

Although John noted he reserved the final right to make decisions, the frequency of
exercising this right was

not very often. Sometimes, when we have people who just don't come around in
the time that we have available, then I talk to them privately (Laughter) later and
we sort out the differences. And, if it's so bad that they can't live with it, | say,
"gl't‘ay. wcl:'lll bring it back to the table and we'll have another go around on it".
(John, p. 11)

Building agreements was a key plank in John's conflict resolution strategy. He
stated that

enerally speaking, you can bring of people to build agreements. | can
gave somebody who is boiling maf:nu a complaint that's just boiling over 7
against somebody else and they're scrapping and they will never, ever resolve it. |
can bring the two of them into my office and I can help them find a way that they
can build an agreement and set a goal for the future and walk out of here saying,
"Okay this is what we're going to do”, and agreeing to it. (John, p. 11)

John commented he was unsure whether he acted as a mediator or a facilitasor because
his role changed according to the situation in which he found himself:
There are times when | force people like that to talk to me rather than talking to
each other initially and maybe I'm a facilitator. Most ofeen, the solution to that
problem comes between them. Most often, 1 don't have the solution 10 the

pr(;l;l;:m Most often, the solution exists between the people in conflict. (John,
p-



Rather than being a solution-giver or imposing a solution, John felt the decision in a
matter of conflict was better made by the parties to the conflict:

Most often [the parties make their own decision]. Most often, that can happen if
you approach it in the right way. We've got teachers that have worked in conflict
with a school board policy or with a gogically sound approach. They didn't
keep their marks the way they should and there's an appeal and you can't find it.
They've pounded on kids where they shouldn't and so forth. There may be other
teachers who may have been angry and mad at things that the Board has done and
most often you can get hold of le like that, start to examine the lem, look
at what ought to have happened, not dwell in the past, set the goals for the future,
and you admonish them for it, and they walk out and thank you for helping them.
“Thanks for giving me hell!" And they're relieved. (John, p. 11)

John's emphasis on building agreements and having others "throw in" and support
the agreements were central to his philosophy of administration. He also believed t"is
philosophy was reflected in his actions in a wide variety of instances. John spoke
extensively of various agreements being formed with a number of interest groups,
including the Board of Trustees. The building agreements theme was markedly evident
in a lengthy excerpt from the interview. In this excerpt, John outlined a number of issues
in which agreements have been reached:

So, it's building agreements and we build so many agreements! Our school
principals’ meetings are agreements. We have this community agency. We built
agreements with all the people around there as to what we're ﬁng wdo. It's
really a business of building agreements and where you find that you build an
agreement in this little group and you've got another group here that you know
doesn't, then you've got to make connections. You've got to make connections
between groups and individuals! If you make those connections and build
agreements and make it broader, I think consensus is stronger than simple
majority, but it depends upon the body.

If you're dealing with the School Board, majority rules. Obviously, it's a
different influence. Even salary negotiations he to be buildin&m agreement. It's
an adversarial approach. It's a difficult one to work through. We always get
trustees to act as spokesman. We spend a lot of time with them talking about
what the objectives we're afier. We build an agreement with the to a large
extent, as to what the goals are. But, ultimately, there has to be an t
between our trustees and the negotiators of the teachers and we an

t. We talk about the fact that once we have a memorandum, then you're
;tlipwdbwpponit.m:peakinfavotoﬁt.mdmkemmmm
people will do the same thing. (John, p. 12)

Making connections between differing groups and individuals was also seen to be
central t0 the process of building agreements. In other words, broadening the base for the
agreements was as important as was the agreement itself. John's role in this process was

347
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that of a facilitator as opposed to a negotiator, solution-giver, or an autocratic solution
imposer. Noting his administrative style has never been that of a solution- giver, John
related the recent literature on Total Quality Management to his own style of
administration:

If you look at all of that, I think you will find that the literature, mc re and more, is
starting to illustrate that the autocratic, giving solutions, top-down system really
doesn't work. But, that's probably more reflective of the style I've always had and
I don't think that I'm called upon to do that more now than before. I think we
were called to do that before. (John, p. 13)
solution to a conflict despite demands for time and efficiency. In addition, John viewed
the compromise alternative, so often spoken about in Canadian historical accounts and so
valued as a method for solving problems and resolving conflicts, as wanting. He related a
conversation between himself and a member of his administrative staff, 1o demonstrate
why compromise is neither an effective nor an efficient method for conflict resolution or
problem-solving:
(The staff member] said, "You know, I'm starting to know what you're talkin
about in terms of building agreements. I was listening to the radio the other day
and talk was about compromise. Compromise isn't the answer is it? The answer
is finding the agreement. You may have to compromise to get there but

compromise isn't the goal. Building the agreement is the goal. Comprom
might just be one of the techniques that comes into it." (John, p. 13-14)

In discussion regarding the deficiencies of the compromise approach, especially in regard
to obtaining valued positions, John commented,

if that's the end, if you stop at the compromise, forget it. You've got to take it to

the full area where you agree and say, "This may not be what | wanted in total, but

I agree that this is the best that we can get. This is the best we can possibly do

given all of our circumstances.” (John, p. 14)

The limitations of compromise and the efficacy of building agreements were
reflected in John's dealings with the Board of Trustees. Here too, John actively sought to
build agreements, and viewed policies developed by the Board and decisions made by
simple majority at a Board Meeting as agreements. However, agreements made were not
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made by the Board of Trustees as one which caused him a significant amount of stress.
When asked to what extent he had experienced professional and personal conflict in
implementing Board decisions with which he did not agree, John could only identify a
single decision. He outlined his philosophical and professional views about a
superintendent's obligation to support Board decisions:

Ultimately, I'm of the view that if I don't agree with the action of the Board, then I
better work as hard as I can to change it and if I can't change it, then I better start
looking for another job. I better not stay around here because first of all, loyalty
is a very important part of the operation. You have to be loyal. It's required |
think, from a moral point of view and certainly from a legal point of view.

There's enough court cases to indicate that the emplaye-r can expect loyality from
an employee. If you can't chan ge it, and you can't be loyal to it, then you better
go someplace else! (John, p. 1

John described the particular political decision, how he felt about it, what he did
to implement the decision, and what he did to advise the Board in ultimately considering
the reversal of the decision. The story, which deals with the cancellation of the French
Immersion Kindergarten Program, is very instructive:

There was one circumstance, a few years back, with the French Immersion
Program. We had a number of trustees who wanted to pull the plug on French
Immersion at the hnderpmen level, mainly from a point of view of finance and
the fact that a number of our students were [non-resident] students. They wanted
to pull the plug at our last meeting in June, which is the fourth Tuesdlymmne.
and discontinue the program. I indicated to the Board that | was really to
that from the point of view that we had the registration for the program. e had
the budget in place. We had told everybody that it was going and to do it at that
point in time was really a bad move and shouldn't be done. But nonetheless, the
vote went 3-2. It was a split Board, and all of a sudden, we were left without a
Kindergarten program for the next year. The Board then left it with me to make it
happen. So, I determined that the best thing to do would be to call all of the
parents together , explain to them what the decision was, explain to them the
msmalﬂmﬂmrdh:dugdmmlhnpl,mdmnk for their help in finding a
way in which I could accom 4£l“h this. I called a meeting the very next day. This
was, you know, June the 24th and school was ending in a few days. So, I called a
mnngdszmxtdlymmmepuenummuﬂﬂntmﬂﬁm
junleveledmoff the spokesman of the Board here. There was nothing |
do that was right. (John, p. 14-15)

mns‘hhnm&nmquwmmwm;b'”_j:f,
the decision. Taking the brunt of the parents’ anger, John remained “cool” throughout the




parent meeting, and focused on the goal of the meeting. When asked how he felt and
what he did at the meeting, John indicated,

I'm the kind of a guy that I can stay pretty cool under those situations. People can
fire and pepper away at me, and call me dirty names, and I don't get excited. 1 just
simply focus on the goal that's to be there, ask them for their assistance, apologize
for the inconvenience and the bad move and the things that are happening. | tried
to indicate that there were reasons why the Board had made this. were
financial. They were real reasons. I didn't point out the fact that I h
recommended to the contrary. I thought that's simply going to add to the fire. So,
the end result of that meeting was the parents weren't satisfied with the fact that [
couldn’t change the decision and felt that they wanted to talk to the Board directly.
I agreed that I would ask the Board to convene a meeting within a couple of days.
The Board convened another meeting and met with the nts and then the Board
caught hell. Then, the Board reinstated kindergarten. (}):hre . p. 16)

By focusing on the reasons for the Board decision, not indicating to the parents
that he advised the Board to the contrary in this matter, and by indicating that the Board
reserved the ultimate authority in decision-making, John was successfully able to assist
the parents in determining a course of action which would allow them to address their
concems directly to the Board. Notwithstanding the reversal of the Board decision and
John's steps in obtaining that reversal, John experienced a professional and political
conflict. The successful resolution of the conflicts was evidenced in the reintroduction of
the French Immersion program and by the fact that, in John's perception, he has “no
problem in talking to those people today"” (John, p. 15).

In further discussions about the highly political nature of the advocacy groups,
John recognized the pressure tactics that can be used to seek political ends and the
adoption of pressure tactics by lobby groups:

I think a big part of the conflict comes from the fact that the (advocacy ] has

as one dimension of their organization, active lobbying as a technique. m?m

their members how to be active lobbyists and this is one of the things you get

from that parent group that you don't get from others. Consequently, you get
groups coming into School meetings activelnlobbym' and putting a lot of
pressure on. s a dimension that you don't see in other areas and we an
ldwsoxpou . We've invited them to sit in on it. We instruct ourrhcipllno
establi relationships with this parent as with others and we really try
to rise above it. We say, "Look, we're going to do a good job. We're 0 try

10 set our objectives. We're going to try 1o work in the best interests of your

children. We're going to do it within the constraints that we have. \Ve’n'nvlo

invite you to talk about it. But, in the end, we can only do what we can do. We
need your support. We don't want you in the community saying that what is

3s0
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happening isn't good enough. What you're going to do is frighten other parents

from getting into the program. If you always talk about the negatives and you

paint French Immersion as a program with problems all the time, then you're
really going to work to the disadvantage of the program. Let's start to talk about
some of the strengths.” We have some degree of co-operation, but there is the

lobbying mentality. (John, p. 16)

John's comments indicated he recognized the impact of lobby groups on the
decision-making process and that he placed a value on correctly and properly dealing
with those groups. Secondly, by focusing on the education of children as the prima facie
concern of the school system, by providing educational opportunities within the financial
constraints experienced by his school jurisdiction, and by emphasizing strengths rather
than weaknesses, John indicated that some degree of co-operation has been achieved
between the school system and the lobby group. John also indicated that experiencing
pressure from these groups was not pleasant and that groups which focus on negatives
can have far-reaching consequences:

Parents unfortunately don't understand the problems of dwelling only on the

negative. The negative becomes the whole picture. The truth of the matter is the

negative is such a small part of the picture. Even with that French Immersion

program, we have a very strong program. (John, p. 16)

Beliefs About Power, Authority, and Decislon-Making

In Alberta, the superintendent, through legislative authority, acts as the Chief

Executive Officer for the school system. As such, exercising the formal and in
authority and power which accrue to the position can have an effect upon relationships
between the superintendent and others within the school system. When asked if he felt
uncomfortable with his use of legitimate, influential, or discretionary powers, John
responded in the negative and offered an explanation for his view:

held authority:

[Power is) given to you by them, and the extreme example of somebody facing a
firing squad rather yielding to the authority is the example that res



convinces me that it's true. Authority is a basis of power. There is authority
given with the position; there is an expectation that goes with it, but you don't
have it if others don't give it to you. [ can tell a school principal, I can ask a
school principal, I can do whatever I want, but if they choose not to do it, they'll
choose not to do it and they haven't followed my authority; then I can follow up

and look at some sanctions, and they'll either choose to follow or comply or not or
take the sanction. They may ultimately choose to be fired rather than comply, but

in the end they're the people that make the choice about how they work. So that's
a basis of power, and both of them, of course, in terms of influencing behavior--

the authority may or may not influence behavior; that'll depend on the decision of

the other person that you're trying to influence.

So with that kind of concept, then I don't have any problem in using any
power that I have, because | know that in the end the decision’s going to be made
by the other person as to whether or not they yield it. I've only, in all of my
experience, had one teacher who absolutely refused to comply, and it was a
request that I had given the person to apologize to another individual, and
absolutely refused to do it. [ would have liked to have had sufficient authority
there to dismiss the person on the basis of that insubordination, but the legal
advice I had was that all I could do was issue a strong reprimand which is what |
did, and that's where we left it. Other than that, people normally, in the end,

follow what I ask them to do. I don't believe in telling people what to do; because

of my concept, I ask them. (John, p. 17)

John carefully distinguished between the authority which accrues to a position and

that which a superintendent has because people give it to the superintendent.

situation because the individuals will do what they wish to do, often regardiess of the

threat or application of sanctions, John chose to ask individuals to do something and to

seck their agreement on that course of action. Consistent with his earlier views on

building agreements, John described how important the agreement building process was

in effectively using power and authority to establish direction:
They've agreed with me; we've built an agreement. agree with me that it
ought to be done. If they don't agree with me, I expect them to tell me. If I don't
agree with them, I expect to tell them. In the end they may very well yield to the
power or the authority that goes with this position rather than with the logic
whatever | present, but I don't believe that an order has any more stren th than a
position, if it's a reasonable request, properly given, the onus is on the other

individual to follow it, to comply; the onus is there. So you may as well give it in

as kind or a positive way as you possibly can, and the use of power, then, | don't
have a problem with. None whatsoever! (John, p. 18)

John also recognized that because there is a perception of significant power vested

in the superintendent's office, the accountability for the exercise of discretdon was also

is2
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significant. When asked how he exercised this discretion, he indicated that "I guess it
gets back to doing right things right!" (John, p. 18). He also added, "... you have to do
itin the right way, sure, and it has to be done with all of the proper ethical things in
place” (John, p. 18). He commented further:

I've often seen people step into administrative positions [and) start out in their
very first few months in a consultative mode and somehow lose sight of the fact
that that's the method that works the best, [and then] step into an autocratic mode,
and have things blow up in their face and not realize that, what's the saying about
power corrupts and absolute power corrupts absolutely? I've seen that mistake
made enough times with beginning administrators, and I don't know why I
thought when I started out that I wouldn't do that, but I decided that I won't do

that. (John, p. 19)

In reflecting upon his present role and administrative style, John noted the context
in which he operated today was significantly different than that of the past, particularly in
regard to the degree to which others want to be involved in the decision process. When
asked if he felt frustrated over the extra time required to operate in this fashion, John was
unequivocal in his response:

No, none whatsoever. I'm of the view that you take the time that's necessary to
build the agreement and make it a good one, and, sure, it takes a lot longer. That's
one big difterence between Wh“dle?udmn}; now and what | did, nyl.eul ilin
superintendent years ago or as a ty. At that pointin ti were wi
mmkh@d&euxms@mmﬂemnﬁmﬁqmm Naw‘
within the school system, within the community, there is a higher level of
wnllmgnesmnmepmafpeuplenwoieeﬂieuobm It's very easy to make
the decisions. We've always used the collaborative team-work approach, but you
spend more time in it now because there's more people who want to have their
say, and less people were willing to have their say in those days; they would
accept it. I don'tresent it. I think it's important! (John, p. 22)

When John was asked later in the interview about his own priorities, he promptly
reaffirmed his belief in the shared notion of power and his reluctance to exercise
unilateral power and authority which accrue to his office and position. In making
ements but

decisions, John once again discussed the importance of building agre
expanded upon his earlier statements to include the concept of shared deci

Probably it's collat orative decision making, team-work decision-ms :lmad
decision-making. I think, in terms of shared deci 1g--and
nﬂiscmimsmmdmmnmn;mnkmmmm
today as though it were something new--and it's something that we've beea doing
here all along. (Joha, p. 25)
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However, John also recognized that while shared decision-making is desirable,
there are also limitations which must be considered:
The tests of expertise and relevance and jurisdiction--those are old theoretical
models and they're still true. There's no point in asking everybody to be involved

in every decision. If they have no interest, if it's not their jurisdiction, forget it.
(John, p. 26)

decision-making, building agrecments, use of power, and the exercise of discretion, he
described the process used to develop the 1992-93 budget. The budget had far-reaching
implications for the professional and para-professional staff of the school jurisdiction
since 16.5 full time positions were eliminated. Asked if the disruptions the budget caused
were painful, John stated, "Painful isn't really the word; it was a big job, very time
consuming to build all of the communication bridges that you needed" (John, p. 20). In
developing the budget, John viewed the budget itself as another problem which had to be
viewed anxiety as a motivator, provided that the overall atmosphere in which he worked
remained supportive:
I certainly have anxictics. Whenever I do something new, I'm probably scared
half to death to start with, so consequently, I'm scared half to death most of the
time, I guess, because most of what I do is new even though you've been through
it before. You go into a new setting, you're looking for the solution, you're trying
to set the goal, you're trying to build the (agreements). So you approach it and

you're scared, anxious about it. So that would be a mﬂmﬂety (but in a]
positive sense. The anxiety is a positive; it's a motivator. "Hey, we've got 10 get

onto this thing; we've got to get it done.” I suppose in my job, 100, because you're

working through other people, then, depending upon the actions of others can

become a source of anxiety as you wait for this to happen. (John, p. 20)

Despite anxieties experienced in dealing with new situations and problems, John
regarded problems as opportunities and challenges. He recognized that the approach
taken to problem-solving would have a significant effect upon the resolution of those

How are you going to choose to treat it? Are you going t0 look at a problem as an
mﬁnﬂ'@!hlﬂ“i&mﬂu&.mrm
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going to go after it?" Or are you going to look at a problem and wring your hands
and say, "Oh, poor me! [ have to do this"? [Problems impact you depending
upon|) how you're going to see it. (John, p. 22)

John's view of problems as opportunities was directly related to his view of the
importance of seeking and building agreements in the problem solving process. He also
recognized that as superintendent, he does not, can not, and did not have all of the
answers to difficult problems. His own limitations, the knowledge that agreements from
others are necessary in effecting a solution to problems, and a strong goal orientation also
provided guidance through the budget dilemma. In discussing the agreement process,
John stated,

you've got majority rules in a Board, you've got consensus bmldmg in most other
group settings that we're in. If it's an administrative team here, it's team building,
it's consensus puilding. It's looking for agreements, it's finding out what the
problems are. | remember carly when I started in writing policies back as a
deputy superintendent, reading some article about policy writing and saying, "You
know, you tell me what the pmblems are, and I'll know what to find solutions
for." In getting agreements you've got to make sure you get all of those problems
out. You've got to get them all out, and once you get them out, then you start
searching for solutions, and you'!l start to find agreements on these solutions, too.

Sometimes maybe it's just the least of the evils that you choose. Last year
when we were building our budfet and we ended up cutting 16.5 full-time-
equivalent positions, we basically had the agreement of our School Board, we had
the suppanofmr;chaalpnnclpﬂs.mdwehﬂdmemppmafmhofm
employee groups for the way in which we did it. When we were done, we had the
support of our community for a 5% tax increase last year, and we had built
agreements with all of these people. We had talked about the pmblem. we'd
convinced them of the necessity of it, we'd asked them for their input, given them
a little bit of control over their own destiny, each group had some say over it.
(John, pp. 21-22)

For John, the process was as important as the outcome because the agreement and support
of those who were affected by the budget were absolute necessities. John also recognized
that while the stakeholders in his school jurisdiction were supportive of the budget
outcomes, there was a concomitant quid pro quo for that support. In return for accepting
the consequences of the budget, stakeholders expected the School Board and its
administration would lobby the provincial government for a solution to the fiscal equity
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To meet this obligation, John and the School Board embarked upon a number of
actions including the heightening of awareness in the community about the fiscal
inequities faced by the school jurisdiction, and encouraging local people to become
politically active in writing their MLA and the Minister of Education. John spoke
forcefully about his advocacy for his own school jurisdiction:

I just talked to the manager of the mall the other day talking about fiscal equity,

the Minister's plan, the implications of it for {our school jurisdiction), letting lgem

know what the facts are and letting them know that there are some constraints that
exist and if they really want to have some influence on it, they'd better look in

terms of talking to our MLA, talk to the Minister. Let it be known that you as a

citizen are not satisfied with the way in which we're being treated, because if you

say nothing it'll be taken as satisfaction, and we'll go ahead and build our next
budget, and we can do it, and we can do it in whatever way; with whatever money
we have, we can do it. We know that we can. You may or may not like the
results. You'll have an opportunity to have some influence over it, but if you need

a hundred dollars and if you only get fifty, that's the reality and that's what we'll

work with. (John, pp. 23-24)

Arguing that the system of educational finance in Alberta was unfair to his
community, John embarked upon a communication process to convince stakeholders in
his school jurisdiction that the budget process used was right and that other options must
be found to ensure greater fairness for taxpayers in general and for students in particular.
Viewing information as the key to understanding, John operationalized accordingly:

So we need to let our community know that if we don't get equity funding, it'll be

even wor;e. and we don't have control over it; it's not something we can control.

(John, p. 24)

due o the overall fiscal situation facing the province, John became philosophical and
reiterated his fundamental beliefs that problems are not insurmountable and that solutions
must be found regardless of the difficulty:
I think it'll get tougher. But having it tough doesn't mean it's bad necessarily; it's
just tougher to deal with. It doesn't mean you can't find the solutions. [Deciding)
whza:s important [and) what are the priorities [form the basis for action). (John,
p. 24)
When asked to review actions taken, including consultation with stakeholder groups w0
build agreements for the budget, John believed that the actions taken were right and




determined "rightness” of and "justification” for the .neans and ends associated with the
budget. Asked how he could, upon reflection, say, "I did the right thing", John discussed
both fundamental principles and an awareness of the necessity for pragmatism:

I think the justification comes out of the fact that it was necessary. If you accept
that it's necessary, that you've sought other alternatives, and you didn't set out to
do this to start with--we set out with the intent of maintaining the current level of
service to students; we ubvmusly didn't achieve it, but we gave employees a
choice in it, too. We said, "Look, the money available is this, and we understand
that you have to be paid the going rate. But if you have to be paid the going rate,
be it known that we can't hire as many people as we had thought. We are going to
have to downsize, and you have a part to play in this decision; you have a choice
to make. If you don't go for the going rate, if you're willing to work for a little bit
less, then we're not going to have to reduce the staff complement. We're
committed to balancing our budget over the next few years, so each employee
group. had that opportunity through the negotiating process, and essentially they
said, "Well, how will you do it?"

We talked about how it might be done. Each gmplayee pm;'g had a say in
it, and in the end they said, "You know, we think we've got to have this salary
increase.” "Okay, that's fine. Then you'll be paid that amount, but understand that
you're going to be asked to do a little more because there aren't going to be as
many of you to do the job." We built that agreement. The agreement was that

"you can expect less, people; you had a choice to make, so you're part of this, too.
It wasn't done without your involvement in the decision.” (John, pp. 25-26)

Reconciling the differing interests of a number of stakeholder groups was
important to John but so, too, was the necessity of balancing the budget for the school
system. By involving the stakeholder groups in the decision-making process, John felt
that they had an agreement to proceed with steps to achieve the end of a balanced budget.
However, John was unequivocal when he stated that neither the outcome (i.e., balancing
the budget) nor the process of involving the stakeholder groups in decision-making was
the basis for determining rightness of actions. Once again John emphasized agreements,
and the shared commitment to agreements as the social justification for actions taken:

I don't think the process does it 50 much as the building of the a ent, what |

call the social justifications: justified within a social context. If's agree byﬂle

people within the community, by the Board, by the school princ
employees, bythemkeholdm that this is the best decision we can m pven
the circumstances that we've got, because there are aliemative “ylofdﬁng

butnfmgsnsﬂgcmmmmmmm;rm:mhemmﬂ.ﬂgnitis
a social justification of it. (John, p. 26)
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Using the concept of social justification, John moved to discuss how the notion of
faimess applied to the budget decision and the ends which the decision caused. When
asked if fairness applied, John responded,

yes, very, very much so! The concept of faimess is so important all throughout;
that's such an important thing, and it has to be seen as being fair. The lawyers'
adage that not inz must justice be done, but it must be seen to be done and that's
a very important thing. So they had some involvement in it; they saw 1t 1o be fair,

iven the circumstances which were there; they agreed that it was necessary

ey didn't agree that it's the best that could ever happen; they didn't agree that it

was the most desirable. Nordo I. [ don't agree that getting rid of 16.5 staff
positions is the best decision we could make. It's the best we could make given
the circumstances. It's the least of the evils, you see, and it seemed to be fair, and
it szc_tl:med to be necessary. So, yes, fairness very much comes in there. (John,
p.- 27)

The importance of the goals and priorities for the schoo! system ir. relation to
John's decision-making cannot be understated, even in relation to choosing the least
undesirable alternative as a course of action as evidenced in the decisions about the 1992-
93 budget:
In terms of influence, that is a very strong influence. In fact, one of our principals
today said, "You know, it's really remarkable how these School Board priorities
influence us.” Oh, yes. We take the Board goals, for example, and we do in our
budgetiné a couple of rather interesting papers. We have one here that's called
“Future Considerations,” and future considerations comes out of all of the input
that I can get out of our system of what should we do? What are the most
im nt things that we must do in order to help kids become the best they can
be? So this builds right into our decision making. But the other one that we look
at that's a very important background document for budgeting is a rather
interesting exercise, too. It's called “The Review of 1991-92 Priorities and
Objectives”. (John, p. 30)
Beliefs About Personnel and Policy
In discussions about the moralities of justice and faimess, the interviewer
mentioned to John that the literature suggested interdependence was assuming a greater

role in how administrators regarded all aspects of the school system in general and

principals came to mind as an exemplar of how interdependence was being practiced in
his school jurisdiction:

The process that we use for evaluu‘ion of school principals comes 1o mind when
you talk about this. We basically have a set of priorities, and this is an annual



type of thing. Here's a set of priorities. I'll be meeting with a principal next [to
discuss annual priorities]. These are our annual priorities that are being looked at.
They take the School Board objectives and priorities, and they're built into that.
They take his o iecuves and what he sees as important [and builds them in as

well). (John, p.

Developing individual principal's priorities for the school year, in conjunction with those
developed by the School Board, emphasized the notion of interdependence. Secondly,
the principal was also required to develop his priorities in conjunction with those
developed by the entire school staff. John stressed, once again, the notion of building
agreements as crucial in the development of both the principal's priorities and those of the
school. For John, the assessment of one is dependent upon the successful completion of
all:

"t'hey become part and parcel of the school action plan that sets things out that are
tobedo ~nd there's an agreement between the principal and myself that this is
indeed wna. 1s important for him to work under in that year. But I'll involve [the
Deputy Superintendent), our Director of Instruction, and the principal will in
some cases bring the vice-principal, so we did this this 1§, met two hours
with one principal, two hours with another, and we will in the course of that

meeting look at this, look at the school action plan that he has, and we'll affirm
that that's the direction we're going. (John, p. 28)

Through discussion, the parties formed an agreement which was binding for the
year. While revisions were encouraged as a result of the discussions, the agreement
nonetheless reflected a tying together of the objectives and priorities fr - the district, the
school, the school principal, and other district level administrators. As John noted,

we built the agreement, but that's it, s0 now we've got a team of about four or six

administrators at the Central Office and school level that have bought into the

objecnveuhnwevegms:mutmnﬂmrdpohcyhmmdmnunlprmﬂesm

we're looking at. (John, p. 28)

John emphasized that the school staff was extensively involved in developing the
priorities for the schools. The end result, as John noted, was to have a system that is

on the same track. We've built a team that's going in the same direction, and it's

seen to be fair; it's seen to be fair. I started umanuﬁro{m

ago. I really got our teacher-evaluation policy back in l?lz,mwvehal:fﬁng

thufntlbmmdwhenAlhﬁnEd.mmmmﬂnﬁnmd uation
policies, it was old hat to us. (John, p. 29)

359
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More importantly, the process was perceived to be fair by all parties concerned since the
thrust was to co-operatively develop goals, objectives, and priorities. Evaluation, for the
purposes of accountability and improvement could be readily facilitated. John also spoke
of the difficulties in ensuring evaluation policies and procedures were perceived to be
fair. After he noted their evaluation policies were still being refined to reflect changing
times and circumstances, he commented upon the process used to gain the commitment
of principals to the evaluation process:

We're still tumning the crank on that process. I can remember back in the early
80s, late '70s, some of our school principals saying to me, "Are you really gnm;
to do this? Are you goinyg to evaluate me? I don't think this is fair. Well, you're
okay, [John]; I'm not afraid of you. But what if somebody else comes llong""
And right now, they've bought into this thing; they see evaluation as a goal-
setting, positive affirmation of what they're dmng. a recognition of what they're
not doing, what they ought to be doing, and we're setting it as goals. (John, p. 29)

John's comment indicated the strong need to develop trust in both the individual
conducting the evaluation and in the process and purposes of the evaluation. Changing
the thrust of the evaluation to one in which goal setting, the achievement of those goals,
and recognition of work accomplished were paramount took time, but John was prepared
to work with the individuals to achieve a degree of comfort with the process. However,
John was of the opinion that effectiveness was reflected in both process and product and
that evaluation did not have to be likened to the Sword of Damocles hanging over the
heads of the school principals:

We're not saying, "You didn't do this!" But we're saying, “"What needs to be done,
and how far have you gone?" When you look at effecuvenessywlmknd‘le
proce ,,;Sind!wlmkalthepmduclmdlusememmoflfﬂ:
starting out from Halifax and heading for Stockholm, Sweden as he goes he's
oing to make adjustments along the way, and that's the process of evaluation.
nunkecannnuauirudmgu;you 0. The goal is there. Now, the process
evaluation is, ﬂhy am [ still - mlhen;h tion? And if I'm not, then
I correct it a little bit.” mﬁaductmekwhenlptdﬁe that's the product.
Most of what we do in education is a process evaluation, and we draw the
inference that we're heading towards these goals that the principal has, and I'm
checking with him on a continuous basis, and when | sce that he's not, then we
;ﬂkihﬂutdﬁdmmnhe's;mng.ndwenﬂ‘mndledmmﬂmlgmuh
going. (John, pp. 29-30)
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John indicated the school principals have committed to the process and were
developing their annual priorities and goal statements to reflect system priorities, school
priorities, and individual priorities. Achievement reports completed at the end of the year
addressed both process and product. Principals were required to keep a log of their
activities which allowed John, as superintendient, to affirm the work the principals did:
"Most of the people do most things right most of the time. You affirm that and then help
to set the goals as to where they ought to be going if they aren't” (John, p. 30).

John spoke extensively of the importance of the system priorities in developing
goals and priorities for the individual schools, school administrators, and for himself.
After citing a number of system priorities for the school year, John indicated that his own
evaluation would be based, to a certain extent, on the degree to which stated system goals
were accomplished:

[Two main objectives for this year are] to achieve h1 h levels of student

performance [and] to achieve hlgh levels of staff performance. Now, this isn't an
evaluation of myself per se, but it's tantamount to that, because are we mmrlﬂg m
this direction? So we do this as part of our smxegu: planning process mher

as a singular part of the evaluation of my mmmce but [my pe
tied to that). You bet. And are the school pri ls doing what they mg,hl mth
and are the teachers doing what they ought to do And are the kids doing what
they ought to do, Mr. [Superintendent]? It's all mine. Yes, the buck stops here.
(John, pp. 30-31)

John accepted both the responsibility and accountability for ensuring the school system
was on track. His comment showed that the work of the teachers, the principals, and,
most importantly, the students were the crucial indicators of system success for him and
that the annual board/system priorities and policies emphasized these areas.

In discussions about the importance of Board policy in establishing direction,

John was aware that policies were heavily imbued with values and biases and, as a
consequence, conflict can and does occur. Reflecting upon the issue of conflict, not only
in policy, but also in administration in general, John became philosophical:

One of the thm’s that I commonly tell beginning administrators is that “You can

expect that you're going to be dealing wi mofﬂzhmmmp gnl:reoph
have to deal with, and it's very prev in admin jon, in educat
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administration, and that's conflict and ambiguity. You can just expect to be in the
midst of conflict most of the time.” (John, p. 31)

Recognizing that trustees represent the community-at-large, John had some appreciation
for why trustees respond to citizen concerns and complaints. He recalled a conversation
with another superintendent at a recent social gathering:

I remember the guy that was superintendent before me, and it was rather
interesting. We were celebrating [recently at a reunion) and we were essentially
talking about these things. In terms of conflict, | remember his advice to me when
I was a beginning deputy superintendent under him. He said, "You know, John,
my advice to new trustees is that if they j Jump every time somebody barks, they're
going to be up in the air most of the time." And that's true, that's true, because

there's a lot of barking. (John, p. 31)

This trustee responsiveness, often without thoroughly checking the facts and
acquiring information, can and does cause conflict. To reduce these potential conflict
situations and to ensure that similar concerns and issues do not arise again, the Board acts
to develop particular policies. In reflecting upon the policy process in his jurisdiction,
John noted that no one policy in particular stood out as being representative of major
conflict. Rather, he noted the entire policy area is replete with conflict:

So there's a lot of conflict. If you look at this, we've just got a whole host of

wlxcnzs here, and all of them have competing views and interests and conflicts.

hen [ read lhe question initially, I was thinking, "Is there any that stands out?"

No, there isn't any that's bigger than others, because it's just there in all of them,

and [ could probably pick any one of them and talk about the issues. Personnel
evaluation, as an example. (John, p. 32)

system'’s policy, in place since 1982, did not have to be substantially changed to reflect
pre-conditions established with the introduction of the Management and Finance Plan in
1984 (Alberta Education, 1984). Changes were made to ensure a greater degree of
faimess for those being evaluated, especially in the area of appeals:

The only thing that we didn't have in there was an elaboration of an appeal
process, and I wrote a Superintendent’s Procedure that sets out the appeal. The
concept of appeal is in here, and the right to a al, the fact that in our society the
accused should be able to face their accuser; lccused should have the right to
have their say; there should be the opportunity for another opinion and so forth.
All of those things are in here, but the specifics weren't enough. (John, p. 32)
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Rectifying the appeal process was not difficult for John. The difficulty lay in

teaching staff and then following through and actually doing the evaluations. One
principal in particular came to mind when John was discussing the introduction of the
revised policy:

There was a lot of conflict in this one. We nad a school principal at that time, in

‘82, who was probably about 60 years old. He'd been a school principal for 20
years; he hadn't been required to do formal evaluations. It was really difficult for
im to come around to this. He was ultimately a very loyal emp loyee, and if |

would say to him, “I'd like you to do this,” he would do it. So there wasn't

conflict in the sense of him saying, "Go to hell!" but there was conflict in the

sense that he was trying to find every excuse he could to justify and say, "I'm not

gagng :;g doit.” There was a lot of that, but we brought people together. (John,

2-33)

Other difficulties, such as convincing the teaching force such a policy was required, were
also encountered. Consistent with John's philosophy of building agreements on the
resolution of major issues, John was successful in changing how people viewed the

evaluation process and, ultimately, in convincing people to change their behaviors. The

So by ‘82 we had this [policy] in place, and there were a number of y

where we went at it, we convinced people of the need, they
it, then we figured out how to do it. lgmmnwﬁ;llmaf
ASBA] in particular, and we built it and put it tog it still mndl the test
of time. The interesting thing about this one, and this was in conflict with ATA
policy of the day, because our policy said this: "The primary purpose of
supervision and evaluation of inel is to promote, achieve, and maintain and
ensure a high standard of service in accordance with the r uirements of the job."
Most policies said the purpose is to improve [instruction]. (John, p. 33)

John also explained that the fundamental opposition to the teacher evaluation

gh [the

policy rested in conflicting views of the purposes of teacher evaluation. Noting that the
improving instruction, many policies developed by school jurisdictions followed this
orientation. In John's jurisdiction, the focus was significantly different and he spoke of
ng that

the oricntation that the district followed and the consequences of implement

orientation in their policy:



We said, "No way! We are here to ensure a high standard of service, and that's
why we're evaluating. The task is to acquire and evaluate information regarding
the service by personnel so that decisions regarding personnel may be based on
accurate and current information, and may support a high standard of service.
That's why we're doing it." Well, that scared Tgeopl: ha?f to death. They withdrew
from the notion, so there's a lot of conflict. ATA said, "The school principal
shall not evaluate,” and ours is quite clear here: "The principals shall.” So we
overcame all of these things, we built the agreements, and then the schml
principals threw in. In the end, I suppose, they respected the authority that I had
and they said, "Yes, we'll do it because we have todo it." (John, p. 34)

When asked if the principals "threw in" because they trusted the superintendent,
John did not give a definitive response and chose rather to emphasize the process that was
lump it.' | just asked them and said, 'This is the requirement™ (John, p. 34).

John became more expansive about policy conflicts in general and the resolution
of those conflicts. He agreed that policy conflicts are caused by different groups each
trying to advance their own particular point of view. He expanded on his conception of
the role of superintendent leadership in the policy process:

Oh, yes, absolutely, a whole multitude of interests, and it's from ali directions. It
makes me think of--who was the philosopher that talked about the philc
king being able to see all perceptions? I'm not sure if it was Socrates or Plao, bul
there's one of them that was talki ngahnuttlnphﬂosopher km[nmn and |
thought that's right. You've really got to get into the tion where, if you see all
of these conflicting views and perceptions, then you know where you siart to
work; then you know how to start to bring things tagelheund ﬁnd something that
works, that comes out of it and rises above you, that will rise above all of these
things. (John, p. 34)

For John, superintendent leadership in the policy process required, first of all, the

ability and willingness to determine the differing views and perceptions of the interest
groups. Secondly, once these were determined, a course of action would emerge and that

course of action would represent something which not only reconciled these interests, but

be philosophers, but felt the philosophical inclinations must also be tempered with a
degree of pragmatism, 5o that processes can be found which work:
I think it's got 1o be sorting it all out and identifying tlg

mmiﬂmmemmmmmMﬂ
When you go wdnmLymmmmnmi
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this is a goal that you're working towards, and you get people to buy into it.
(John, p. 34)



Appendix "F"
Letter Requesting Review of Analysis
ﬁ23 ankglde Avenue,

Dear Mr. :

After a lengthy period of time, [ am hapgy to send you not only a copy of the
transcript of your interview of mid-September, but also a copy of the analysis of the
interview. The tape of the interview also has been enclnsad you requested. Finsdly, |
must apologize for taking such a long time in se ugr  tape and the
transcription of the interview but my own fingers istening iblhnes proved to be vastly
inadequate for the task at hand. As it turned out, | engaged the services of a transcriptionist
to do all of the interviews and since the last interview was conducted on October 26, | was
unable to get all of the transcripts until early December. While | did some work over the
Christmas vacation, the early part of January seemed to be better suited to getting the work
done. In addition, I read and re-read all of the transcripts a number of times in order to
identify some themes for the initial data analysis. At thiz time, | have completed analyzing
the transcripts and writing the stories of the enght superintendents.

Three main themes emerged from the initial data analysis: the political; the
emphasis on relationships both within and outside the school district; and the perennial
nature of conflicts within the political realm. While themes one and three may not seem
very dissimilar, they are, in fact, markedly different since the former focuses on
agreements and the resolution of multiple interests, and the latter focuses on conflicts and
the damage which the conflicts can cause.

At any rate, your interview was included within (one of the themes) and | would
ask, when you read the transcript, and the associated data Idyns.mmrudﬂmmwnm
this context in mind. It may be a good idea to play the tape and read the transcript at the
same time. AfmtwuwdnmwnmlwmhmuwﬂymmﬂMmmwif
you believe that any inaccuracies exist within the ranscript. Your checking of the ranscript
will greatly enhance the accuracy of the final product.

1 am, however, very concerned that your “story” represents both fairly and
accurately not only what you said but also my interpretation and analysis of what you said.
The story hnghhghtspasondmdpmfessnomj beliefs, beliefs about power, authority and
their impact upon decision-making and problem-solving, and your views of the policy

. I'have tried 10 develop a summary after each of the highlights and I hope this is
uulyhowyoufeelabommpommvalus,beheﬁ.mdhawd:y luence your actions
within the political context. Hanrudﬂnmﬂymmﬁuﬂyiﬁfelﬁsﬁm&emy
additions and chan njes deem appropniate. These changes will of course, be
reflected in the fi Mymmmmu&ﬁpdmhymmyﬂmm
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I would apl?reciate receiving any feedback which you might wish to offer by the
end of February. Feel free to mail a copy of any changes to me at my home address or fax
the revisions to me at Alberta Education at 422-5255,

You will note that your pseudonym is (John) and I want to say that the name was
chosen only for the purposes of convenience. If you wish to change the pseudonym,
please suggest an alternative and [ would be happy to change it.

~ Atany rate, [ want to thank you sincerely for the frank and revealing interview
which you granted to me while [ was gathering data for my Dissertation. Without your

help, this study would not have been possible. Again, my thanks. I will be pleased to
send you a final copy of the Dissertation as soon as it is completed.

Yours truly,

Terrence J. Wendel



