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ABSTRACT
HIGH SCHOOL PRINCIPALS WHO STAY: STABILITY IN A TME OF CHANGE

by
Patricia A. Luebke
The University of Wisconsin-Milwaukee, 2013
Under the Supervision of Professor Gail Schneider
This qualitative study explored the institutiofedtors, personal characteristics,
and work-related relationships of high school ppats that led to their longer than usual
tenure in their positions. Data were gathered frot@rviews with ten high school
principals who had served in their positions feaage of 8 to 23 years, much longer than

many high school principals today.

Four major themes emerged from the data: relatipeshalance, fit and change.
Within the theme of relationships, relationshipgivthe faculty and staff, district office
and superintendent, school board, parents and comtynand students were explored.
Collaboration and trust were identified as sub-teégmvithin this theme. The theme of
balance included balancing the demands of thebjalancing the job and family life and
responses to managing the multiple demands of woedkhnome life. Fit included fit with
the district and community and the fit of compeiwator their work. The theme of
change included subthemes of continuous improvenresttuctional leadership, cultural

changes, sustainability of change, socioecononctofa and student achievement.

The study found that the decision to remain in pogtion for an extended period
of time was influenced by a number of factors, udahg positive relationships with

students, faculty and staff and their superintetglehe principals also enjoy the ability



to initiate and carry out change efforts with direc for the goals provided from the
district and the autonomy to develop and implentieatapproach to the change with their
faculty and staff. Personally, these principalsengositive, focused, goal-oriented
individuals who distribute leadership among théf stad put student learning at the
forefront of all they do in their buildings. Thewnjoy complexity and change and they
cite a concern with losing their edge and focushgorovement as something they worry

about.
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Chapter One

Background of the Study

Principals are the heart of everything that happeisshools. While classroom
instruction is the center of student achievemetmgypals are the guiding force behind
what happens in classrooms. Today both scholaggarch and popular media reinforce
the importance of the school principal in the sgsaaf a school and its students.
(Leithwood, Seashore Lewis, Anderson & Wahlstrof0Q4£ Waters, Marzano &
McNulty, 2003). At the same time that the impodauof the principal in the success of a
school is being recognized and studied, the chgdigthat principals face seem to
increase every year. These challenges includegelsamot only in their school
environments but also in the expectations that sw@erintendents, school boards,
parents and the public have for them as adminsatDiverse student bodies, political
pressure to get better results, staff concernstatb@nge at the school, district and state
level, parental expectations for their childrerdsieation and tightening budgets are all
factors that directly impact the work and life bétprincipal. Principals focus an
increasing amount of their work on improving tha@emic achievement of all students
through, teacher development and instructionaldesdp.

At the same time that the expectations for prinisipa instructional leaders are
increasing, there is growing concern that the teiarof principals, especially at the
secondary level, is posing a problem for many sctmtricts. While the departure of an
ineffective principal may be an appropriate remfaya school, constant change in the
leadership ranks limits a school’s ability to urtdke and implement substantive change

(Hawthorne-Clay, 2010). Recent studies have exagnihe retention rate and movement



of principals in Texas, Missouri, North CarolinagW York, and lllinois (Fuller &
Young, 2009; Baker, Punswick & Belt, 2010; Gateisgel, Santibanez, Guarino,
Ghosh-Dastidar & Brown, 2006; Battle & Gruber, 20Meinstein, Jacobowitz, Ely,
Landon & Schwartz, 2009; Ringel, Gates, Chung, BréwGhosh-Dastidar, 2004). All
raised concern about the turnover in principalgeeslly in high school principals,
where the rate of principal movement is greaten ttzthe K-8 level.

Locally, in the Milwaukee Public Schools at the in@gng of the 2009 school
year, 20% of the elementary principals in the distwere new to their jobs, while 58 of
the principals had three years of experience @, kepresenting about one-third of the
principals in the district (Borsuk, 2009). In 2052 new principals were added to the
district, again about one-third of the total mensbafrthe principal corps (Richards,
2011). At the high school level, at least 7 of #2etraditional comprehensive high
schools in the district started the school yeahw#w principals in 2011. Recent staffing
projections for the 2013-14 school year reflectahgcipated resignations or retirements
of at least 30 administrators including principa&lsntinuing the trend in turnover of the
administrative ranks (Richards, 2013).

Literature reviewed reinforces the need for strpngcipals to lead change and
adequate time with a principal leader in placenplement change. With principals
serving for short periods of time in their posisothe ability of school personnel to
develop and carry out meaningful change is in golest

Change literature confirms the belief that substarnthange takes time. The
amount of time that it takes to institutionalizeanfe is reported to range from five to ten

years (Fullan, 1991, Kotter, 1995, Sergiovanni,Z)99et recent research on principal



movement indicates that many high school princifese their position within five
years from their initial appointment. In one stutBsearchers found that “just over 50%
of newly hired high school principals stay for thrgears and less than 30% stay for five
years” (Fuller and Young, 2009). In addition lhe imovement of principals of their own
decision making, or the routine movement often sedarger districts, requirements of
the No Child Left Behind legislation mandate thahgipals of some schools deemed
failing be replaced as part of the district’'s conmant to turning these schools around.
This is mandated without regard of the nature efgloblem in the school, how much
progress has been made during the tenure of theipai, or other factors that influence
whether or not schools meet the Annual Yearly Resg(AYP) targets established by the
government.
Statement of the Problem

To address their concerns raised by the turnovaduofinistrators, especially
school-based principals, in many school districteosl boards and superintendents
across the country are reviewing their systemsrofdprincipals and designing new
systems to recruit and train principals. In Cha@#ge recruitment and retention of
principals is at the core of Mayor Rahm Emanueafigaation agenda, where a new five
million dollar grant focuses on principals’ traigiand compensation so that the Chicago
Public School has “the highest caliber for our pipals”, according to Emanuel (Hood,
2011). Across the country, school districts are disveloping new evaluation
instruments designed to ensure principal qualityganizations such as New Leaders for
New Schools have as their mission the developmiesuiaity principals for urban

schools. In Cleveland, the school district staedeadership academy in order to



improve the caliber of its principal candidates address its principal turnover rates of
25 percent (Gates et al., 2006). Today it is cliffi to read an educational journal or
news account without coming across an article atfeuimportance of principals and
about the school district efforts to ensure thatrthchools are led by the best. It is clear
that recruitment and retention of quality princga a priority for school districts across
the country.

Research reinforces that principals are key figtwestrong schools, and to a
school’'s quest to change and improve the achieveaiestudents. If substantive change
takes time, it seems clear that the consistenepoesof a strong principal leader over
time is critical in meeting the expectations toph&thools improve. This is especially
important in high schools, where principal turnoig&more frequent than at other levels
in K-12 education (Fuller & Young, 2009). Schodtdcts must pay attention and take

actions to recruit and, more importantly, retaimlgy high school principals.

Significance of the Study

Recent literature on principal mobility has focusedstudy of data sets from
states to track the movement of principals acresstate. While some patterns of
movement have been identified in states from tisasdies, they do little to examine the
reasons underlying the movement. They do not pteke perspective of the individual
principal. Little research exists that examinesinhfluences a high school principal to
remain in the same school for a long time. SIE841), in an international study of
principal leadership recommends, “Future resear@ducational administration should
address the lives of principals expressed in e voices”. This study examined high

school principals who are bucking the trend idésdiin the large scale studies and are



remaining in their positions for at least five y&arhis study identified institutional and
individual factors that support the retention afthschool principals using the voices of
the high school principals. The study adds tdi#d of literature on principal retention
from the perspective and words of the principaésitbelves. As school districts need to
find ways to attract and retain talented leadetiéir high schools, this study provides
valuable insights into the experiences of the peagio lead their high schools over
time.
Contributions and Limitations of Past Reseach

The bulk of the literature on principal longevibcuses on principals who leave
their positions in a relatively short period of @rafter their initial appointment to a
position. While the research conducted to thisipigiinstructive as a starting point for
studying job tenure of high schools principalglaes not go beyond the beginning stages
of the work that needs to be done. Statewiddaestud Missouri, lllinois, New York and
Texas examine the administrative data sets in thitades to identify trends for principal
tenure. These studies are predominantly quanetafi hey address the numbers and
demographic data of principals who stay or change,jbut do not delve into the reasons
behind the decisions that are made. They do reah@e institutional factors or personal
characteristics that influence the decision makihdividuals who serve as principals.
In order to more deeply understand why some praisidecide to stay in stressful
situations, qualitative studies are needed usiagtiices of principals.

There are some qualitative studies, usually dattlissertations, that examine the
reasons principals choose to leave their positfbosg, 2000), however, there are few

that examine the career principal who choosesnaie as principal in the same school



for a long period of time. This is an area of tegearch that is open for study, especially
given the changing landscape of the principalshgbthe need for strong instructional
leaders.
Limitations of the Study

One limitation of this study is that its resultgbponly to the people interviewed;
they cannot be generalized to the larger populaifdngh school principals. In addition,
since this study examined high school principakh\ive or more years of experience in
their current position, the number of participant® met the criteria of the purposeful
sample was small. Since women and members of tyrgyoups are underrepresented
in the population of high school principals in Wassin in general, identifying women
and members of minority groups as potential stualyigpants was a difficult task. Of
the 52 potential participants in the study, onlg evas a member of a minority group and
two were females. None of these candidates paatied in the interviews; therefore, the
sample did not represent diversity in gender oe/etbinicity as the researcher had hoped
it would. The study would be stronger if it hadludded the voices of high school
principals who were members of underrepresenteapgto

Another potential limitation of the study was thespible bias of the researcher.
As a former school administrator and high schowoigapal, this researcher was aware
throughout the procedures of this possible biasvesrited diligently to overcome it as
five of the ten participants were former peershefitesearcher.

Overview of the Study
To understand why principals remain in challengiogitions for long periods of

time from the perspective of the individual priraligthis qualitative study employed a



descriptive narrative methodology. Narrative imgwvas chosen as the method for this
study because it focuses on the sharing of stofid®e lives of the participants. As
Marshall and Rossman (1995) state, “In narratigiiry, people’s individual life stories
are the focus. This method assumes that peogédteried lives’ and seeks to collect
data to describe those lives” (p. 86).

In order to gain insight into the lived experienoéfigh school principals, in-
depth interviews were conducted to explore theofacind characteristics of both
institutions and individuals that support the pipat in his/her commitment to remain in
the position for a long period of time. The samg@rincipals to participate in
interviews was purposefully chosen from the grotipadive high school principals in the
midwest who have served in their position for astdive years. The researcher used the
purposeful sampling process in order to represeatriaty of school and individual
characteristics in the sample group.

Summary

Chapter 1 presented the background of the sthdysignificance of the study,
and perceived limitations that may exist. In tiegtrchapter a review of the literature
relevant to the issue of principal leadership aftbsl improvement is presented.
Specifically, this chapter examines the literatnmethe evolving role of the secondary
school principal, principal leadership, leadersdmg school change, principal mobility
and attrition, and principal longevity and retenticChapter 3 describes the design of the
study and its methodology. Chapter 4 introducedé¢h research participants, while
Chapter 5 presents the findings of the study. I§in@hapter 6 presents an analysis of

the findings along with a discussion of the resultsluding its limitations, its



significance, implications for school districts psuintendents and other administrators,

and suggestions for future research.



Chapter Two
Review of the Literature

“If you know of an effective school without an ettive principal, call me
collect.” This quote, (Lezotte, as cited by Cnott2003, p. 74), sums up the importance
of the principal in the life of a school. Principold great influence, both directly and
indirectly, over school culture, staff morale, pdrsatisfaction, and student achievement.
With the consistent presence of a strong princigtaklents learn, school cultures thrive,
faculty and staff morale is high and parents atisfsad. Without this presence, making
these things happen is difficult, if not impossibfgiven the importance of the principal
in a school, it seems apparent that hiring the bessible candidates and retaining them
in their positions is a goal of school districtsass the country, yet recent research
reveals that principals, particularly high schoohpipals, do not remain in their positions
long enough to undertake and implement the kindhahge that are expected of
principals today.

The Evolving Role of the Secondary School Principal

The leadership role of the school principal, gaifarly the high school principal,
has changed in many ways over the past forty ydandgil the school improvement
movement in the 1970s began to examine the effudiss of school operation practices,
the principal was generally expected to managel#lyeto-day operations of the school
while the district office provided direction and nyaimes, mandates, for what was to
occur within the schools of the district. The hgghool principal’s role was to manage
student discipline, supervise teachers, and imphktithe directives of the district
administration. A new role emerged for principalshe 1970s as federally sponsored

and funded programs for special populations, inogtilingual education and education
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for students with disabilities were establishedglwith federal funding for curriculum
development with emphasis on mathematics and seietigcation. The implementation
of these programs required the involvement and wbhwilding principals along with
their central office colleagues (Hallinger, 1992)ccording to Hallinger, “By the mid-
1970s, relatively few American principals could eVvthe responsibilities that came with
programme and curriculum management” (p. 1). Was the time in educational history
that principals began to be viewed as potentiahghagents in schools.

The concept of principal as instructional leadegffective schools was cemented
during the 1980s, when the term instructional leddgan to be used when describing
the role of the principal. What was missing at tirae was a clear and consistent view
of what that term meant in practice. What doeaketfor a principal to be an effective
instructional leader? Hallinger (1992) venturedh&Tproblem of school leadership was
framed by policy makers in terms of inadequateqpial expertise in curriculum and
instruction. Principals lacked knowledge and sk#itaff development centres designed
for school leaders would provide the missing exgett(p. 3). Hallinger also stated that
the role of the principal is complex and made uparhpeting demands, only one of
which involves curriculum and instructional leadeps requiring change in the
institution as well:

Even when principals are armed with a more powéddfiolwledge base,
significant adaptations must occur in the workplbetre we can expect to see
persisting changes in administrative practice...egthe instructional leadership
image became firmly entrenched in professionalaigtchanges in

administrative practices were less evidenthere is, however, little evidence that
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American school districts adapted to support thecgals’ assumption of the

instructional leadership role. (p. 3)

As school change efforts moved into the 1990s &@d2, expectations for the
principalship evolved yet again. It was not enotagiprincipals to be instructional
leaders in their schools. They were now expeaeathtertake efforts to transform their
schools (Leithwood, 1992), shifting their emphadsithe development of strong cultures
and setting the stage for distributed leadershibenschool. Leithwood’s vision for
effective school leadership included participatieeision making and “a radically
different form of power that is ‘consensual’ andcilitative’ in nature — a form of power
manifestedhroughother people, not over other people” (p. 9). Haest, “At the reins
of today’s new schools will be not one but manylkxa who believe in creating the
conditions that enable staffs to find their owredtrons” (p. 8). As the concept of
distributing leadership in schools emerged, effarse made to expand the range of
people who had leadership roles in schools (Leithdydiarris & Hopkins, 2008;
Hallinger & Heck, 2009; Kennedy, Deuel, Nelson &®t, 2011). Attempts at
distributed leadership were manifested in changtngctures, primarily the development
of school councils, including parents, teacherd, sometimes students in the leadership
of schools (Hallinger, 1992).

Looking to the future, Gerald Tirozzi (2001), thexecutive director of the
National Association of Secondary School Principdiscussed the changing landscape
of education and how these changes affected tkearal vision of the principal.

Specifically, he discussed several factors ideadtifn a document from the National
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Association of Secondary School Principals thatdess areas in which principals need

“new skills and a new mindset”, including

The makeup of the school-age population
Transcience in the school population
New building construction

An aging population

Technology and virtual learning

Testing

Staff requirements

Resource allocation

The changing nature of adolescents

To meet the needs implicit in these themes, Tunerforced the focus on

leadership that principals today must demonstrate:

The principal’s role must shift from a focus on ragament and administration to

a focus on leadership and vision — on facilitatimg teaching and learning

process...a commitment to leadership helps principaliss principals adapt to

significantly changing circumstances,. It defimdgat the future should look like,

aligns staff members with that vision, and inspttesm to make it happen.

(p. 438)

One thing that seems certain about the role optheipal is that it is always

changing, becoming more complex and demanding tsilk@rnal and external forces

place increasing expectations on American schaalgl@ose who lead them (Hull, 2012,

Lattuca, 2012). As Tirozzi (2001) stated, “Thenpipals of tomorrow’s schools must be
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instructional leaders who possess the requisitks skapacities, and commitment to lead
the accountability parade, not follow” (p. 438).
Principal Leadership

The importance of the principal leader in schdws been the subject of research
from many perspectives over the years. As scharelexpected to be more and more
accountable for student achievement, the relatipraftprincipal leadership and student
achievement has received attention in the liteeatueithwood, Seashore Louis,
Anderson & Wahlstrom, 2004). Waters, Marzano araiNilty (2003) reviewed seventy
studies as part of their meta-analysis of reseactine effect of leadership on student
achievement, finding that “there is, in fact, asabtial relationship between leadership
and student achievement” (p. 3). They identifiedrity-one specific leadership
responsibilities that they found have significaotrelation with student achievement,
including culture, order, discipline, resourcesjhility, relationship, communication,
change agency, working from strong beliefs andlgjead innovation. Cotton (2003)
reviewed 81 research articles from the previousitwgears, and identified practices of
principals that affect student learning and acmeset. They included 26 specific
principal behaviors that seem to fall into fiveeggdries: a) clear focus on student
learning, which includes vision, clear learning Igoand high expectations for all
students; b) interactions and relationships, inag@ommunication with all constituents,
visibility and accessibility; c¢) culture, which esrapasses shared leadership and decision
making, collaboration, support for risk taking ar@htinuous improvement; d)

instruction, including observation and feedbacketchers and e) accountability,
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including student progress monitoring and the dstumlent data for program
improvement (p. ix-Xx).

Some studies focused on factors within the schiggdrazation rather than the
behaviors of principals in their examination of thée of the principal in effective
schools. In a study of successful principals invNgork, Teske and Schneider (1999)
argued that “autonomy and strong leadership aenéasingredients to high
performance” (p. 5). They found that “consisten€feadership is important” in the
guest for meaningful and substantive change in@shoiting Hess who argued that
‘frequent leadership turnover disrupts administ&@gupport and increases the emphasis
on initiating rather than executing reform’ (p.26)heir recommendations included four
characteristics present in the schools in whichdhg-term successful principals
worked:

e Controlling staff hiring and development practicesritical
to creating an effective community

e Experience matters. All these principals had abersible
time in the system.

e A coherent educational mission throughout all gsadehe
school helps mobilize the staff and the school comity, though
which theme if selected may matter less.

e High expectations for students, not just in rhetdout also in
practice, was common to every principal and thégxaected
everyone in the school community to live up to hsggndards

and enforce those high expectations. (p.5)
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The authors of this study recommended that schatéss “act to reward successful
principals more...The rewards can include salarysases...But rewards must also
include greater autonomy to make the job more éstarg and rewarding. Autonomy is
probably most important in the selection and rebenof staff. Successful principals
should also be given greater flexibility in the wde¢heir school budget” (p. 25). A 2004
Wallace Foundation study examined how leaderstiipances student learning,
reviewing available evidence on five research qaest including “What effects does
successful leadership have on student learning?)(pTheir review of the evidence
concluded that “Leadership is second only to ctamsrinstruction among all school-
related factors that contribute to what studerasiat school” (p. 5).

While the impact of principal leadership on studarhievement is an important
component of the principalship, principal leadegpskialso present in other areas of
school life. Building on the work of SergiovanRiprtin (2004) decribes seven functions
of leadership found in all schools:

Seven Core Functions of Leadership in School

Function Action

Instructional Leadership Ensuring quality of instruction, modeling
teaching practices, supervising curriculum,
and ensuring quality of teaching resources.

Cultural Leadership Tending to the symbolic resesraf the
school (its traditions, climate and history).

Managerial Leadership Overseeing the operatiomiseoschool (its
budget, schedule, facilities, safety and
security, and transportation).
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Human Resources Leadership Recruiting, hiringadirinducting, and
mentoring teachers and administrators;
developing leadership capacity and
professional development opportunities.

Strategic Leadership Promoting vision mission, godls — and
developing a means to reach them.

External Development Leadership Representing theadn the community,
developing capital, tending to public
relations, recruiting students, buffering and
mediating external interests, and
advocating for the school’s interests.

Micropolitical Leadership Buffering and mediatingernal interests
while maximizing resources (financial and
human). (p. 17)

Researchers have examined the relationship betpraasipal leadership
behaviors and school climate/culture (Fullan, 1998tan, 2003; Halawah, 2007;
Wallace Foundation, 2012; Deal & Peterson, 199fithr 1999) and overall school
performance and improvement (Clark, Martorell & Raf€, 2009; ElImore, 2000). No
matter what the focus of the research, there igsyptead agreement in the literature that
the principal is a key factor in all that happemschools. Principals matter.

Leadership and School Change

Change is the universal buzzword in schools todejucational administrators
seek to improve student achievement and behavicnrease the instructional repertoire of
teachers, and increase the capacity of schooltstaibsitively address the challenges
facing them, challenges that include student miybiiiverse populations of learners, and
political pressure to constantly improve outconmsstudents. What is missing in the
education of school administrators is a clearlyraaf description of what needs to be

done to successfully address the increasing den@adsd on schools.
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Fullan (2001) offers a framework by which change lba implemented in
schools, identifying five components of leadershigt he finds “represent independent

but mutually reinforcing forces for positive chafige

Moral Purpose, defined as acting with the intenbbmaking a positive
difference in the lives of employees, customersd, sotiety as a whole
e Understanding the change process, a process tt@amiglex and elusive.
e Relationship Building
e Knowledge Creation and Sharing
e Coherence Making (p. 3)

While many researchers study leadership and chémgasubject remains open to
debate and practitioners do not have a clear ntodellow to achieve the kinds of
change they are being asked to undertake. Wrhele tls no universal model available
that applies to all schools in all environmentsesal factors relating to the principal’s
role in school change appear frequently in theditge. First, there is agreement that
principals are key players in efforts to improveittbuildings (Protheroe, 2005; Boyd,
1992); Fink & Brayman, 2006; Leithwood, 1992; Lewbod, Harris and Hopkins, 2008;
Hargreaves & Fink, 2004; Hull, 2012). Second, wthiiere are various views on the role
of principal longevity in school improvement efferevidence exists that experience in
the principal position is related to positive schiagprovement work (Griffith, 1999;
Hargreaves & Fink, 2004). Third, several studieg go so far as to state that frequent
principal turnover has negative effects on a schadforts to improve (Hargreaves &
Fink, 2004; Beteille, Kalogrides & Loeb, 2011; H®#D12). Along with the notion that

principals are key players in the school changegss, researchers have also identified
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specific areas of leadership practice that arafsegnt in its success. a) principals must
work with others to create a sense of urgencyemtted for change; b) it is clear that
relationships matter. Principals must bring pedpigther to create and implement
change in their schools. c) time is a variabltheaxchange process; d) sustaining change
must be the end result if we want schools to imer@otter, 1995; Fullan, 2001; Boyd,
1992; Borgemenke, Blanton, Kirkland & Woody, 20121

Creating a sense of urgency has been identifi¢deafirst and most critical step
in the change process (Kotter, 1995 & 2008). KdR608) further states “When the
urgency challenge is not handled well, even vepab& people and resource-rich
organizations can suffer greatly. When the chgkeis handled well, even those who
face formidable obstacles can produce results Wweaalt for our careers, employers, and
nations (p. vii).

Relational leadership is viewed by many as a kdy@hkncipals need to exhibit
to successfully implement change in their schobéske and Schneider, 1999). Citing
Goleman (2002), Reeves (2006) reached the conaltisad relational skills have a
significantly larger impact on organizational pen@nce as analytical skills do. Hoerr
(2005) introduced the topic of school leadershithwai discussion of relationships:

Good leaders change organizations; great leadargjelpeople. People are at

the heart of any organization, particularly a s¢hamd it is only through

changing people—nurturing and challenging thenpihglthem grow and
develop, creating a culture in which they all leathat an organization can

flourish. Leadership is about relationship.7)
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Fullan (2001) found that:

the single factor common to every successful chamgative is that

relationshipsmprove. If relationships improve, things get bettIf they remain

the same or get worse, ground is lost. Thus |sadeist be consummate
relationship builders with diverse people and gsstyespecially with people

different from themselves. (p. 5)

Several authors address the issue of the neadldwring adequate time for
change (Boyd, 1992; Protheroe, 2005; Kotter, 19%s)yd (1992) states, “Many change
efforts fail simply because not enough was investeétlem in terms of time”, and cites
Beer, Eisenstat and Spector in reiterating that ftyoffs that result from persistence
over a long period of time as opposed to quicksixe what is needed (p. 1).
Protheroe (2005) avers that in the change process:

While the ideal approach is one that supports grbaind continuous

improvement, the process in many schools over éiséfpw years has been far

from gradual. Accountability pressures and ambgigoals have placed both

districts and schools in positions requiring ragndl often significant change (p.

54)...For change to be successful, participants mustirecaanmitted as initial

problems are worked through and improvement begm&5)

According to Kotter (1995):

The most general lesson to be learned from the swreessful cases is that the

change process goes through a series of phasemttatl, usually requires a

considerable length of time. Skipping steps creatds the illusion of speed and

never produces a satisfying result. (p. 59)
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Hargreaves and Fink (2004) suggest the developaienistainable leadership as
“a key force leading to meaningful, long-term chah@oing “beyond temporary gains
in achievement scores to create lasting meanimgiofovements in learning” (p. 9) and
introduce the idea that leadership secession pigrinischool must be part of the
planning from the day a principal is appointedhe position. Recognizing the negative
effect that staff turnover has on the sustainahdftchange efforts, Moffett (2000) cites
a 1977 RAND Corporation study that found “principald staff turnover was one of the
most significant factors associated with abandonegly implemented changes” (p. 36).
It seems evident that if schools are to undertakkimplement positive change efforts,
having a stable principal as part of the procesedsired throughout the process. Fuller
(2009) comments, “Nobody is staying long enougméke connections or shepherd a
reform through” (p. 2). School districts have aterest in sustainable reform; they also
have a need to retain the leadership personneatbthe change process.

Principal Mobility and Attrition

The study of principal mobility presents a growintgrest in educational
research. Data from recent studies suggest tindy &bpout half of beginning principals
remain in the same job five years later, and thetyrleave the principalship altogether
when they go” (Viadero, 2009, p. 1). Several réestmdies have examined the
movement of principals in Texas, Missouri, Northr@ima, New York, and lIllinois
(Fuller & Young, 2009; Gates, Guarino, SantibarB¥pwn, Ghosh-Dastidar & Chung,
2004; Baker, Punswick & Belt, 2010; Burkhauser,gSsaHamilton & Ikemoto, 2012;
Weinstein, Jacobowitz, Ely, Landon & Schwartz, 20Rhgel, Gates, Chung, Brown,

Ghosh-Dastidar, 2004). The mobility of high schpohcipals is an area open for
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additional study, especially when viewed in theteghof the growing and continual
demand for school improvement in all America’s siko
Fuller and Young (2009) studied the retention rafesewly hired principals in
Texas from 1996 through 2008. Their findings reroéd the critical role of the principal
in the school improvement process and the tenwessary to effect change, stating “A
small but growing body of evidence suggests thiabslcleaders play a pivotal role in the
school improvement process. Further, the evidenggests that “principals must remain
in a school for a number of consecutive years llg fonpact a school” (p. 3). The
authors report seven major findings from this study
¢ Principal tenure and retention rates vary dramiyie&ross school
levels, with elementary schools having the longestire and greatest
retention rates and high schools having the shiagesre and lowest
retention rates.
e High school retention rates are strikingly low &rschools—just over
50% of newly hired principals stay for three yeamsl less than 30%
stay for five years.
e Principal retention rates are heavily influencedhmsylevel of student
achievement in the principal’s first year of emptognt, with principals
in the lowest achieving schools having the shoteraire and lowest
retention rates and the high achieving schoolsrathie longest tenure
and highest retention rates.
e The percentage of economically disadvantaged stsdieia school also

has a strong influence on principal tenure anchtite rates, with
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principals in high-poverty schools having shorterure and lower
retention rates than principals in low poverty salo
e Principal retention is somewhat lower in schoolsural and small town
districts and somewhat higher in suburban distidisse students
tend to be White and not economically disadvantaged
e The personal characteristics of principals suchges race, and gender
appear to have only a small impact on principamgon rates.
e Certification test results appear to have littigpaat on principal retention
rates. (p. 17)
The authors also identify four primary factors tthaty believe are related to the overall
issue of principal turnover: a) accountabilitygsere; b) complexity and intensity of the
job; c) lack of support from the central office,dagh) compensation.

In the mid-2000s, The RAND Corporation conductagé scale analyses of state
data in lllinois, New York and North Carolina, examg the career moves of principals
in those states. In lllinois, Ringel et al. (208d)nd that “principals in schools with a
larger proportion of minority students were mokely to change schools within the
public school system and to leave the principal$itipremain in the system”, (p. xvi),
suggesting that “schools having higher proportiohsinority students may have a
harder time retaining principals” (p. xvi). The laots, however, found that what their
study did not tell them about school administrateas most illustrative for them — the
issue of administrative quality. They continuetomprovide recommendations for future
data collection that could address this issueuiog the use of administrative personnel

data in conjunction with student and school achieett data, and developing systematic
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information on the characteristics of school adstiaitors that matter for student
learning.

In North Carolina Gates et al. (2004) identifieahitar school characteristics to
those found in Texas and lllinois that appeareplag an important role in predicting the
movement of principals from their positions. Thasgduded the racial makeup of the
student body, the race/ethnic background of thecppals and students in the school,
school size and the level of the school. Spedijica was found that the percent of the
student body that is non-White is positively rethte principal movement, while
principal movement is negatively related if thenpipal is of the same race/ethnic group
as the plurality of the student body. Principalsmaller schools in this study were
significantly more likely to change positions thaose in larger schools. Finally, this
study found that principals in middle schools armghlschools were more likely to
change positions than those in elementary schdolboth states studied in this research,
high school principals were nearly twice as likily}change positions as principals in
elementary schools.

Baker et al. (2010) examined leadership stalalitg the movement of principals
in Missouri, identifying three major goals for thegsearch:

e characterize the distribution of principals acribBssouri schools.

e characterize principal leadership stability and brhavior in
Missouri schools.

e evaluate school and individual factors associatila adership

stability and exit behavior. (p. 531)
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They also identified factors that they believed tidgly to predict mobility among
principals: a) relative compensation, b) persahalracteristics, c) job characteristics,
and d) work environment characteristics. The nesess’ analysis of the data from their
study indicated that in Missouri “approximatelyfhaf the principals are no longer
principals in the state after about 5 years andiy@a% have made at least one move to
another school. Overall, there appears to bevelatstability in the principalship...”
(Baker et al., 2010, p. 551). The findings seereaadn line with the findings in the
Texas study. Of the factors examined, Baker &diaid that certain student population
characteristics, specifically with a concentratodrBlack students, increases the
likelihood of principal movement, while principalslative salary appears to be a
significant factor in principal retention.

In a study of first year principals in six urbarheol districts, Burkhauser et al.
(2012) examined the retention and survival of fyesar principals as part of a larger
study on the experiences of first year urban ppals. Their findings suggested “many
new principals leave their schools after one or y@ars on the job” (p. xii), with 11.8
percent of the principals leaving within the figstar, and another 10.7 percent leaving
within the second year. The researchers identdiédk between student achievement
and the likelihood of the principal leaving, findithat new principals are more likely to
leave when they are placed in schools that arerb&NP targets and/or test scores
decline during their first year.

In addition to the recent large scale studieséikamined principal movement
based on statewide data bases, several recentalaitadies focused on smaller scale

qualitative studies that examined the subject thinahe eyes of principals who have
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moved to new positions, looking at the factors thitienced their decision to leave.
Tennille (2008) identified factors that influendd principals studied to leave their
positions: a) the school board, b) the superintefyag the district, d) politics, and e) the
change process. Principals in this study deschie#tg hired to effect change in their
schools and receiving the support of the superddret school board and district office
until the change process hit a bump. Accordindnéoauthor

The consensus was that principals who go in anceaddhe many issues that

schools face, soon wear out their welcome. Theghts on how long that took

ranged from three to five years. These principadee continually analyzing their
priorities and values and making decisions about and what to compromise.

They ultimately reached a point where they felt thay could no longer

accommodate the demands of others while continieimgmpromise their beliefs

and values for the sake of school change. (p. 141)

Evans (2011) used a case study format to studpmeasghy principals in urban
school districts stayed or left, and identifiedeiareas that influenced principals’
decisions to stay or leave: a) mandated progrhjrstaffing issues, including hiring, and
c) relationships with the district. For the pripais who left, the most difficult of these
factors was a perceived lack of support from tts¢ridt that left them feeling isolated,
disempowered and disenfranchised. Long (2000)edusbcondary principals who had
been in their positions for at least one, but noentban three years before leaving of
their own volition. Factors that were cited adugfcing a principal’s decision to leave
in this study included parent aggression towardiatnators, working in isolation,

general working conditions, clerical support, adimect from the previous perception
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of the position, time constraints (including timeagy from family), stress, and
compensation. Similar themes were reported byslmih(2005) in a study of principals
who voluntarily left the principalship. While tlparticipants in this study reported that
they missed their individual relationships withfstaembers, the fast pace and the
authority they held in their positions, they alsparted that they did not miss the issues
within the staff culture, the workload, the bureaeoy (including the central office, union
contracts and lawsuits), student discipline ant iparents.
Principal Longevity & Retention

Little research has been conducted on the arednoingstrative longevity,
especially the longevity of principals. Researderiests have focused more on
identifying why principals leave positions rathlkean identifying factors that may support
successful principals remaining in stressful posgilong enough to effect positive
change in the building. There is evidence in #search that reinforces the idea that
experience in the principalship positively affettts principal’s ability to successfully
lead his/her school (Teske & Schneider, 1999; HA@L2). There also exists evidence in
the literature that substantive and lasting charegaires sufficient time to take hold,
often described as five to seven years (KotterpL99Vhile high school principals often
remain in their positions for less than five yeaPapa (2007), in his study on the policy
aspects of principal retention, reinforced the intgnace of longevity in the principalship
stating, “... policy initiatives aimed at increasitige effectiveness of schools must
consider ways by which schools can attract andrréighly qualified principals” (p.

269).
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Several authors conclude that the job of the badtool principal is too big for
one person to handle and changes need to occoctnage individuals to remain in
these positions (Muffs & Schmitz, 1999; Fuller & vy, 2009; Grubb & Flessa, 2006).
Walker (2010) sums up this perception, stating &tig the role of the principal
continues to expand and new responsibilities adeddhowever few are deleted....The
principal cannot do the job alone. Principals cdarexecute the job single handedly; they
rely on the contributions of others” (p. 222). Tleeommendations that emerge from
these studies revolve include considering recoastryithe role of the principal to a
focus on instructional leadership, using othef®tms on the non-instructional tasks, job
sharing and dividing administrative tasks betweem individuals with different skill
sets, experimenting with an administrative teanmwitlividuals focused on one grade
level in a high school, curriculum development] anerall leadership, including all
instructional leadership. Gray (2001) proposedaadatory principal internship in
administrator preparation programs as a way tebptepare aspiring administrators for
the challenges they will face on the job.

Slater (2011) reviewed literature on educationahiagstration, supporting the
argument that school leadership matters, and steghesys in which to retain effective
leaders in our schools. He cites Pont, Nuschevomman in a study of leadership in
21 countries in which the authors identified fotgas of education administration policy
that they believe need to be reviewed for changese areas include redefining school
leadership “to grant higher levels of autonomy vatipport to improve student learning”
(p. 220), distributing school leadership acrossatganization, providing continuous

professional development for school principalsdaoyout their responsibilities, and
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developing “effective, transparent and consisteat@dures”, along with the availability
of “attractive salaries, professional organizatiand opportunities for career
development” (p. 220). The Institute of Educatidreadership Task Force on the
Principalship (2000) identified three critical cleages in the principalship that they
found need to be addressed to retain the princigdded in today’s schools, suggesting
strategies by which these challenges could be apheal:
o filling the pipeline with effective school leademsg¢luding
0 supporting recruitment and retention
0 improving preparation programs, including raisamry and exit
standards for candidates, and connecting preparptagrams to
the realities of the position
0 exploring alternative pathways to the principalsgmmising
candidates from non-traditional backgrounds
e supporting the profession, including
0 emphasizing leadership practices that support studarning
0 improving ongoing training
0 increasing compensation
e guaranteeing quality and results
o evaluating principals more effectively and moregtrently
o finding fair ways to hold principals accountable eadership for
student learning
o0 developing stronger data gathering systems soipétschave the

data they need to inform their leadership
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Summary

Recent research cements the significance of tineipal in the successful
operation and continuous improvement of school&ckal leadership encompasses a
wide variety of tasks and roles, including thosénstructional leader, leader of student
achievement in their buildings, change agent, anldlér of culture. Principals today are
expected to carry out these roles while also teaptbrbuilding management, budgets and
other managerial tasks that at one time were tinegpy focus of the job. As a result,
some research has suggested that the role isddortbne person and have offered
suggestions for modification of the traditionale-af principal.

Principal mobility and attrition have been addressethe research through
primarily quantitative studies that have examireglleaving behaviors of school
principals and identified institutional and persidiaators that are related to principal
attrition and mobility. There is a void in thesliiture when it comes to the area of

administrative longevity and retention.
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Chapter Three
Design and Methodology
Purpose of the Study

Most studies regarding principal tenure have foduseusing large-scale state
data sets to track the movement of principals depto identify characteristics of schools
and principals that are related to principal movetn& hese studies, while a necessary
first step, do not provide an in-depth look atitindividual principal and the forces that
influence him/her to remain in high profile, higiness positions. This descriptive
narrative qualitative study examined the percegtioirhigh school principals who
remained in their positions for at least five years

The purpose of this study was to describe the expes and factors, both
institutional and personal that influence princgot remain in their positions for a longer
period of time than is commonly seen in high schaotlay. The following questions
were explored the study:

(a) What institutional factors are present thattgbuate to lengthy tenure for a

high school principal?

(b) What personal characteristics are presentgh &chool principals with

lengthy tenure in their positions?

(c) How do principals with lengthy tenure view theglationships with staff,

parents, students, the district office, the comrtyuither administrators and the

school board?
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Research Design

A qualitative research methodology was employealdidress the research
guestions. Since this study sought to investigdig principals remain in challenging
positions for relatively long periods of time, aatjtative design was the appropriate
research design choice. Creswell (2007) stated:

We conduct qualitative research because a probtaasue needs to be explored.

This exploration is needed, in turn, because adexdrto study a group or

population, identify variables that can then be soead, or hear silenced voices.

These are all good reasons to explore a probldmer#tan to use predetermined

information from the literature or rely on resuitsm other research studies. We

also conduct qualitative research because we neethplexdetailed
understanding of the issue. This detail can oelg&tablished by talking directly
with people, going to their homes or places of warrkd allowing them to tell the
stories unencumbered by what we expect to findlatwve have read in the

literature. (p. 39)

To understand why principals remain in challengiogitions for long periods of
time, this study employed a descriptive narratippraach, utilizing in-depth
interviewing as the primary source of data colacti Clandinin and Huber (2010)
define narrative inquiry as “the study of experennderstood narratively. It is a way of
thinking about, and studying, experience” (p. 43@&ccording to Creswell (2008),
narrative researchers “describe in detail thersgtir context in which the participant
experiences the central phenomenon” (p. 522). b&/{2009) further defines narrative

inquiry as “a methodological approach that investg narrative and/or employs
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narrative to present a view of phenomena” (p.#4)a broad sense, the term narrative may
be used to refer to a number of things, includa)gany spoken or written presentation, b)
content organized in a story form, c) a partickiad of data, or d) a form of research
reporting that is distinct from the more convenéibargumentation forms conventionally
used in research reports (Wiebe, 2009). MarstmallRossman (2006), assert “The
method assumes people construct their realitiesigfir narrating their stories. The
researcher explores a story told by a participadtracords that story” (p. 117).

Some research has been conducted on principal itgppiincipal attrition and
principal “leaving” behavior. The majority of thissearch is quantitative, often using
large state-wide data sets to examine behavioesd ktudies do not delve into the
reasons that principals move from one positiomimtizer or seek to understand the
perspective of the principals in those moves. iff@mation in these studies is
important and forms a basis for further study ass@ell (2007) states:

We use qualitative research to follow up quantratiesearch and help explain

the mechanisms or linkages in causal theories aletso These theories provide

a general picture of trends, associations andaoeksttips, but they do not tell us

about why people responded as they did, the comexhich they responded, and

their deeper thoughts and behaviors that govetmadresponses. (p.40)

This study expanded on existing quantitative stthat have examined principal
movement, delving into the reasons principals aaosing to stay in their positions, the
factors that influenced their decision, and thieaughts and perspectives about what

factors contribute to their decision.
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Methods

According to Pearson (2000), “Qualitative resedygically involves two basic
types of data collection methods: In-depth intenws and participant observation” (p.
42). This researcher used a semi-structured iet@rprocess that focused on using
open-ended questions as the primary means of dééaton for the study. Seidman
(2006) defines the purpose of in-depth interviewing

The purpose of in-depth interviewing is not to geswers to questions, nor to test

hypotheses, and not to ‘evaluate’ as the termusallysused. At the root of in-

depth interviewing is an interest in understandheglived experience of other

people and the meaning they make of that experidpcé).
He describes an interviewing process in which “.eiewers use, primarily, open-
ended questions. Their major task is to build ugat explore their participants’
responses to those questions. The goal is tothavearticipant reconstruct his or her
experience within the topic under study” (p. 1%aylor and Bogdan (1984) differentiate
between the processes of general and “in-depthivi@wing:

By in-depth qualitative interviewing we mean repedtce-to-face encounters

between the researcher and informants directedrtbwaderstandinghformants’

perspectives on their lives, experiences, or sibnatas expressed in their own

words. The in-depth interview is modeled after a convessdbetween equals

rather than a formal question-and-answer exchapg&-7)
Kvale and Brinkmann (2009) describe the aim ofghalitative research interview: “The
gualitative interview attempts to understand theldviyom the subjects’ point of view, to

unfold the meaning of their experiences, to uncelerr lived world prior to scientific
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explanations” (p. 1). They introduce their texttwa description of the power of the
interview:

Through conversations we get to know other pedgén about their

experiences, feelings, attitudes, and the worlgl ive in. In an interview

conversation, the researcher asks about, anddistemhat people themselves tell
about their lived world. The interviewer listestheir dreams, fears, and hopes;
hears their views and opinions in their own woats] learns about their school
and work situation, their family and social life ¢ii).

Schuman (1982), as cited in Siedman (2006) prawiddasis of a structure for
conducting interviews that uses a series of thre=views in the data collection process.
According to Seidman, each of the three interviseryes a specific purpose: the first to
set the context of the participant’s experiencedwewing past experiences, the second
to allow participants to reconstruct details ofitlpesent experiences within this context,
and the third to have participants describe thenmngeof their experience with the
phenomenon. He also allows for exceptions totiheetinterview process “as long as a
structure is maintained that allows participantestmonstruct and reflect upon their
experiences within the context of their lives...” §1). This researcher chose to follow
a compressed two-interview process, and to allovicieow-up interviews, telephone
calls or e-mail discussions if additional infornaattior clarification was needed.
Recognizing the busy year-round schedules of higbd principals, a concern was that
some might be reluctant or unable to commit thetiar three interviews as a condition
of participation in the study. By requesting twterviews rather than three, the

researcher believed that more principals in thatinadly small participant pool might be
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willing to participate in the study. The first im@ew consisted of an approximate hour-

long interview during which the context and detailshe participants’ past and present
experiences were explored. The second hour-laegview consisted of describing the

meaning of the participants’ experience within ¢iséablished context. Interview guides
for both the first and second interview are foumdppendix A of this document.

Selection of Participants

The researcher employed a homogenous samplingigeehto identify
participants for the study. “In homogenous santplthe researcher purposefully
samples individuals or sites based on membershapsimbgroup that has defining
characteristics. To use this procedure, you neédentify the characteristics and find
individuals or sites that possess it” (CreswelQ&0p. 216). In this case, the first
characteristic identifying the sample was thatghsdicipant had been a high school
principal in their school for five or more year&long with homogenous sampling, the
study employed criterion sampling to identify pdtehparticipants. Miles and
Huberman (1994) use the term criterion samplindetiine a sampling strategy in which
all cases meet some criterion (p. 28). In thiggcpstential participants for this study
were high school principals in the southeasterh qgfaat Midwestern state serving as
principals of high schools within the area servedhe Regional Education Agency
(REA), had served in their current position foteatst five years as of the end of the

2011-12 school year, and who returned to the pwsfor the 2012-13 school year.

The geographical area of the state served by the &iEompasses five counties
that include school districts that are considendxhn, suburban and rural. The urban

school districts are located in cities with popualias of at least 75,000. For the purposes
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of this study, each of these areas outlying theisiteferred to as a tier. Some suburban
high schools are within the same county in whiahl#rgest urban district is located.
These are referred to as first tier suburbs. Gthburban school high schools are located
in another county but participate in a city-suburbtudent transfer program designed to
increase school integration and are referred geasnd tier suburbs. Still other high
schools are located outside of the urban countydanabt participate in the city-suburban
transfer program. These are considered thirdstiburbs. The REA also includes
several schools that are located outside the boigsdaf the third tier suburbs and

include two smaller cities. These are referredgdocated in the fourth tier. Details of

the distribution of high schools and principalshintthe tiers of the REA are found in

Figure 3.1.

Outlying School Districts, 4 districts, 7 high schools, 0
participants

Third Tier Suburban School Distri
10 high schools, 4 partici

Second tier Suburban School Districts: 6
districts, 8 high schools, 1 participant

First Tier Suburban School Districts: 14
districts, 18 high schools, 5 participants

City School District 11 high

Figure 3.1. School Districts, High Schools and Sty Participants within the REA
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High schools included in this study were considdraditional comprehensive 9-12
public schools. Charter schools, alternative stshooprograms or specialty schools that
have been created from or within comprehensive bajflools were not included in the
study.

High school principals within the REA region wesadected for this study for the
following reasons. First, since many of the dissrin the REA are considered urban
districts, are first tier suburbs, or are partitipgin a city-suburban student transfer
program, there was possibility that the principalthese schools share many similar
experiences. Second, including the schools irRiBA that did not participate in the
city-suburban intra-district desegregation tranpfegram provided an opportunity to
include principals in the study whose school deraphics and challenges may have been
somewhat different than those who participatedherdrogram. Finally, the REA
sponsored several projects in which most, if npiodlthe REA school districts
participated; therefore, there was a possibiligt thany of the districts were involved in
similar initiatives and that the high school pripaiis may have shared experiences
through these projects. Using the high schooteénREA as the source of principals for
the interviews allowed a research sample that deduprincipals who shared the
experience of being a long-term high school priakipvhile also providing for variation
in their individual day-to-day experiences and td@rajes.

A state data base of school administrators was tasddtermine the number of
eligible principals. After sorting this informatip52 high school principals in the 34
school districts with comprehensive high schootsiag grades 9-12 were identified in

the REA’s service area. The state organized adtnatior data based on the number of
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years an administrator had been in his/her cudisirict but did not identify how long an
administrator had served in his/her current pasitidhe researcher therefore used the
state department of public instruction’s publislédinistrator data set to identify
principals who had served in their current schastrigt for at least five years as of the
second semester of the 2011/12 school year. Hgblrschool was then contacted
individually to follow up on this data, to determithat the principal remained as
principal of that school, and had served in thattgmn for a minimum of five years.
Results of this telephone contact on principal enty indicated that 14 of the 52 high
school principals in the REA schools had been @i hositions for at least five years
(27%). The participant pool included 13 white nsad@d 1white female. The researcher
sent each of the principals who met the longeviitgigon a letter explaining the study
and requesting their participation, followed bykphone call one week later to explain
the study, answer questions, and secure an intetinge. Principals were asked to
choose the time and place of the interviews. Al@pals but one chose to conduct the
interviews in their offices in the high school; thmer chose to conduct his interview at
the district office. All but one also chose toeintiew during school hours; the other
chose to conduct his interview after most studantksstaff left the building. The initial
interview date, time and location were confirmead @mail. Of the fourteen principals
who met the criteria for the study, ten agreedauigipate. Two potential participants,
both white males, did not respond to the inquing,ahe only eligible female in the pooal,
declined without stating a reason, and one haceceind moved out of the state. During
the fall of 2012, the researcher conducted twamrviews with the ten participants.

Five of the participants in the study were printspa tier one suburban schools, one was
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a principal of a tier two suburban school high sthand four were principals of tier
three suburban high schools. Selection of a grdygaxicipants who shared the
experience of being experienced high school pradsifrom a demographically diverse
group of schools was done to increase the liketihthat factors identified related to
principal longevity were factors that influencedlischool principals regardless of the
size, location or demographic makeup of the sch®be demographic make-up of the

high schools included in the study is found in Eabll.

Through the analysis of the interview data, #searcher identified themes and
sub-themes that were part of the common experiehbeing a long term high school
principal, no matter the school demographics, iocabr makeup of the school. A
summary of demographic information of the ten gpats participating in the study is

found in Table 3.2.
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LOCATION | SCHOOL SWD* | EcD A B |[H]W | TWO ELL
*all SIZE Al or
suburban MORE
Brad 2011-12 | 15tier 600 15 37 <1/] 9 496|300 | 6 5
1

2001-02 600 8 4 1 3 23| 4] 70 | NA 2
Dennis 2011-12 | 15Ttier 1200 11 22 1] 4 14 4 72 3 1

2001-02 1200 7 3 1 3 9 [ 3] 84 | NA 1
Ed 2011-12 | 3™ tier 800 12 15 <1 2 2 4 90 2 1

2001-02 800 7 1 0 1 1] 1] 97] NA 0
Frank 2011-12 | 3R tjer 1400 14 17 <1 1 1 4 93 1 <1

2001-02 1500 12 1 <1 1 <1| 1| o8 NA <1
Jason 2011-12 | 15Ttier 800 10 48 2 1 6 1 74 <1 6

7

2001-02 900 17 19 1 6 5| 6 82 NA 3
Justin 2011-12 | 3RP tjer 2300 8 7 <1 | 1 1 2l 95 1 <1

2001-02 2000 7 0 <1 | <1 | <a] 1] 99 | NA <1
Paul 2011-12 | 3R tjer 800 6 12 <1| 4 1| 4 87 3 <1

2001-02 600 11 4 1 2 1] 2] 94 NA <1
Sam 2011-12 | 15T tier 900 11 24 <1 5 <] 9 82 1 5

2001-02 800 12 6 <1 | 4 <1| 4| 88 NA 1
Scott 2011-12 | 2NP tier 1300 10 13 0 9 5 3 81 1 2

2001-02 1300 10 4 <1]| 6 5| 2| 88| NA 1
Tom 2011-12 | 15T tier 1000 4 3 <1 5/ 12 3 78 2 1

2001-02 900 7 0 <1 | 3 11| 4] 82| NA 1

SWD = Students with Disabilities
Al = American Indian

A=Asian

EcD= Econorbisadvantage
B=Black

Hspanic

ELL=English Language Learners
W=White

*Historical information for Students with Disabiét reported for the 2002/03 school year. All athreflect data from

2001/02

Data reported on the Department of Public Instanctirebsite
Table 3.1 Research Participant School Demographicdia

NAME | AGE | YEARS YEARS RESIDES IN TOTAL
IN as SCHOOL COMPENSATION
POSITION | ADMIN DISTRICT Y/N | (salary & benefits)

Brad 50 9 16 N $140,000

Dennis | 44 7 14 Y $152,000

Ed 48 9 14 N $154,000

Frank | 43 12 10 Y $158,000

Jason 39 7 9 N $142,000

Justin | 52 20 25 Y $153,000

Paul 49 16 20 Y $169,000

Sam 45 7 14 N $141,000

Scott 54 9 12 N $135,000

Tom 54 14 18 N $170,000

Table 3.2 Research Participants
NOTE: Gender and age are not individually delineatedl paaticipants are white males
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Data Collection Procedures

The primary means of data collection for this stu@s the interview, with the
researcher serving as the primary instrument fta dallection. Miles and Huberman
(1994) offered insight into the role of the reséarcas the primary instrument in
gualitative research:

In qualitative research, issues of instrumentatiaidity and reliability ride

largely on the skills of the researcher. Essdgt@person—more or less

fallibly—is observing, interviewing and recordinghile modifying the
observation, interviewing, and recording devicesrfrone field trip to the next.

(p. 38)

Taylor and Bogdan (1984) described the significasfdde interviewer in qualitative
interviewing, “Far from being a robotlike data edltor,the interviewer, not an interview
schedule or protocol, is the research todhe role entails not merely obtaining answers,
but learning what questions to ask and how to lasit (p. 77). Since the researcher
plays an integral role as the instrument of quiisinterviewing, the background and
expertise of the interviewer is critical in the pegs. Miles and Huberman (1994)
describe the characteristics of an effective cat@i¢ researcher:

e some familiarity with the phenomenon and the sgttinder study

e strong conceptual interests

e a multidisciplinary approach, as opposed to a magmunding or

focus in a single discipline
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e good “investigative” skills, including doggednetse ability to

draw people out, and the ability to ward off premnatclosure (p.

38)
Marshall and Rossman (2006) remind researchersNaatative inquiry requires a great
deal of openness and trust between participantesehrcher...” (p. 118). The initial
interview consisted of open ended questions thaivat the participant to explain and
create the context for the interview and for tleeiperience as a high school principal.
Since the establishment of trust with the partictp@as critical to the interview process,
establishing trust was a key function of the finsérview. The researcher had previously
known 5 of the 10 participants in the study, ay thed served together as high school
principals in area schools; she had never mettther® prior to their interviews. While
there was familiarity with some of the participaritee interview protocol was followed
during all interviews, as the researcher was inbengaining the perspectives of all the
participants.

Credibility was pursued through a member checkimggss in which participants
received copies of the transcripts of their intews to review. Creswell (2008) describes
member checking as “a process in which the reseaagks one or more participants in
the study to check the accuracy of the accoun2g(p). According to Lincoln and Guba
(1985), “The member check, whereby data, analgiegories, interpretations and
conclusions are tested with members of those stddtehgroups from whom the data
were originally collected, is the most crucial teicfue for establishing credibility” (p.
314). As part of the member checking processntatviews were audio-recorded using

an iPad voice recorder with an additional digitadarder used for backup and transcribed



43

following each interview. All data were storedarocked cabinet and password
protected on the electronic devices used. Intesviwere transcribed immediately
following the interview; first interviews were tracribed before second interviews were
conducted. There was an approximate two-week pien®d between interviews. This
timing allowed participants time to reflect on first interview and prepare for the
second. The timing of the second interview wasgihesl to be in close enough
proximity to the first interview to allow for a srath transition to this more reflective
second interview.

Once all interviews were transcribed, the researngbed a coding process to
identify initial themes and sub-themes from theiniew data. Themes and sub-themes
were shared with participants via email to prouigem the opportunity to review the
initial coding and themes with a request to provekrlback to the researcher. The
researcher concluded that trust and credibility b@eh established by three events. First,
the principals responded to the request to padieip the study quickly, scheduling
interviews and scheduling the second interview imiately at the end of the first.
Second, 5 principals stated directly that theytfedt questions asked were good or that
they valued the experience of participating becdugave them the opportunity to reflect
on their practice. Third, all participants recei\teanscripts of their interviews and a
draft of initial themes via email and were askedetew them and provide feedback.
Three responded to the email. Those that respooifieed feedback and validated the
initial themes identified by the researcher. Narges to the documents were requested.

Confidentiality was maintained in all aspects & gtudy. The researcher used a

confidential transcription service for all interwidranscriptions. Participants were
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assigned pseudonyms and their district and schaorokes were changed. To the greatest
extent possible, school demographic information igdained in terms that did not
point to any specific district or school. Notesldaranscripts were kept in a locked file
and/or password protected computer file throughioeiresearch process. After the study
is published, audiotapes, transcripts and fielés@till be securely retained in a locked
file cabinet for three years, following universgyidelines.
Data Analysis

Marshall and Rossman (1995) describe data anagsithe process of bringing
order, structure, and meaning to the mass of delfiedata” (p. 111). They go on to say
that “Qualitative data analysis is a search foregahstatements about relationships
among categories of data...” In order to bringeoy structure and meaning to collected
data, Marshall and Rossman (1995) delineate fivédasof analytic procedures:

1. Organizing the data

N

Generating categories, themes, and patterns

w

Testing the emergent hypotheses against the data

N

. Searching for alternative explanations of the datal,

o

Writing the report

Data collected from the interviews, both writteanscripts and audio recordings of the
interviews were reviewed multiple times in ordegmerate codes, fcategories, themes
and patterns that emerged from the interviewsadihtion, the researcher maintained a
log containing field notes throughout the proceBbese notes included impressions from
the interviews, themes that seemed to emerge dtirengrocess and thoughts about

additional information that might be collected. i hssisted in her understanding of the
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context of the interviews, checking for accuraay aeflecting on the role of researcher

as instrument to maintain awareness of potentsd vl the data analysis process. A

computer-based program, Atlas ti, was utilizechis process to assist in developing

themes and patterns, in conjunction with carefultiple readings, repeated listening of

the interviews, and hand coding of sub-themes tmeanitial themes were identified.
Bias of the Researcher

As a former high school principal and long-time @ahadministrator, the
researcher brought deep familiarity and strong epthual interest to the subject of study,
along with a belief in the in-depth interviewingpess as a means to share the
experiences of those in the field. However, thimifiarity also raised an area of concern
relating to the possible bias of the researchavimt) served for 3 years as a former high
school principal in a school in the same athleticference with some of the participants
in the study, the researcher recognized the paldnti bias in her interactions and
interpretations, but also recognized the strenwh this background and familiarity
brought to the study. She remained cognizanteptitential for bias and strived to limit
it so that the perceptions and words of the paaicis defined the study.

While recognizing that researcher bias is alwags@nt, Clandinin and Connelly
(2000) point out that narrative inquiry does najuiee a strict division between
researcher and participant in the process stdtingarrative inquiry is a way of
understanding experience. It is a collaboratiamvben researcher and participants, over
time, in a place or series of places, and in sagtaraction with milieus. An inquirer
enters this matrix in the midst and progressekersame spirit.”(p. 20). Clandinin and

Huber (2010) recognizing the interrelationship kedwthe researcher and participants,
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stated: “Narrative inquiry is a process of enteiiimg the lives in the midst of each
participant’s and each inquirer’s life”, concludjriilarrative inquirers cannot subtract
themselves from the inquiry relationship” (p. 4)he researcher appreciated the
interrelationships involved in this type of resdarand took steps to maintain awareness
of the purpose of the research — to examine trearels questions through the eyes of the
participants and to tell their stories in their owards.

Guidance to the researcher for limiting researties can be found in the work
of phenomenologists. Schmitt (as cited in Mouz$akl 994) writes about the power of a
concept, the Epoche (the freedom from suppositiprm)ess, as one way of addressing
potential bias stating:

The researcher ... engages in disciplined and sys$iteeféorts to set aside

prejudgments regarding the phenomenon being irgagstl (known as the

Epoche process) in order to launch the study aasfaossible free of

preconceptions, beliefs, and knowledge of the phsmon from prior experience

and professional studies—to be completely opempteee, and naive in listening
to and hearing research participants describe ¢ixpeerience of the phenomenon

being investigated. (p. 22)

While past experience with the subject of the redes a quality that Miles and
Huberman (1994) define as a strength in a qualéatsearcher, Moustakas (1994)
warns that we set aside our suppositions about wlahay find. “In the Epoche, we set
aside our prejudgments, biases, and preconceiead iabout things” (p. 85). By
recognizing both the benefit that previous expesess a high school principal brought

to the interviews in this study and understandirag the intent of the study is to share the
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experiences of high school principals from theirspective and in their words, this
researcher made a strong and ongoing commitmdimitdias in the study through
careful reading and listening to the words of thdipipants and maintaining an open
mind throughout the process.

Reciprocity

Creswell (2007) defines reciprocity as a fieldiesshat “addresses the need for
the participants in the study to receive sometimngturn for their willingness to be
observed and provide information” (p. 243). As Btall and Rossman (2006) note,
“Qualitative studies intrude into settings as peadjust to the researcher’s presence.
People may be giving their time to be interviewedodhelp the researcher understand
group norms; the researcher should plan to recgped¢p. 81). Wax (1971) as cited in
Patton (1980) views reciprocity as a critical issfiaccess issue in qualitative research:

Mutual respect and cooperation are dependent oantleegence of an exchange

relationship in which the observer obtains datataedoeople being observed find

something that makes their cooperation worthwhwteether that something is
feelings of importance from being observed, feellthat helps them understand
their world better, pleasure from interactions vtk observer, or assistance in

the activities going on in the observational seittifp. 172)

Recognizing that participation in the study maydépvesented an intrusion on the
life of the high school principal, the researchiéei@d participants an opportunity to have
a block of time to discuss their practice and eigmees, something that three shared they
appreciated greatly since they did not routineketthe time to do so. In addition, she

sought information from participants during the wersations to determine if there were
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other ways that reciprocity could be reinforcedai®ig the report, offering insights
learned from the study, providing the opportundtyéflect on their practice, and offering
an ear to discuss challenges are some ways in wéegbrocity was established and
developed with the participants in the study. Uic#ed comments about the experience
reinforced the researcher’s conclusion that thesfieof participation was reciprocal, one
that assisted those interviewed as well as thearelser. This conclusion was supported
when one participant concluded his second intenlagwaying, “l appreciate you giving
me the time to reflect because we don't alwayshab, and | know you’re working on
something, but | feel like you've given me a gijt&sking great questions...it made me
think a lot” (Brad, personal communication, Novemb@, 2012).
Summary

A descriptive narrative inquiry was chosen for ttisdy because narrative
inquiry provides an opportunity to “describe theeb of individuals, collect and tell
stories about people’s lives, and write narratvesdividual experiences” (Creswell,
2008, p. 512). In this study, the lives of longriehigh school principals provided insight
into the factors that influence their decisionsemain in challenging positions while
most others leave. The purpose of this study wasamine the factors that affect the
tenure of high school principals. Specificallye ttudy sought to identify institutional
and personal factors that contribute to high sclpaokipals remaining in their positions
for a longer time than is commonly seen today.

Fourteen high school principals in the Regionalvges Agency of a Midwestern
state were identified as meeting the criteria o¥isg in their current position for at least

five years. Ten of the identified principals agrée participate in the study. Each of the
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principals participated in two one-hour in-depttemiews as the primary source of data
for the study. The interviews were recorded aaddcribed, and all transcripts were
loaded into Atlas ti, a computer assisted qualieasioftware program that assisted in the
analysis of qualitative data. The interviews warded, leading to the preliminary
identification and analysis of a series of thenmed i@lated sub themes. Following this
identification, the interview transcripts were B=ad and re-listened to so that all potential
themes and sub-themes were identified.

Chapter Four introduces the individual researcti@pants.
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Chapter Four
The Participants

Ten high school principals who have served in theirent positions for more
than five years participated in this study. Thdipgants included principals of
comprehensive high schools in the southeasterroparMidwestern serving in schools
with varying demographic profiles. Five were pipais in school districts located
within the most populous area of the state, inuntpthat includes a large urban school
district and a number of first ring suburbs to titg. One was principal in a school
district located in a county adjacent to the first of schools that participates in a student
transfer program designed to increase school iategr. Four were principals in school
districts located in counties not contiguous with tirban county that do not participate
in the student integration transfer program butiacated within the part of the state
served by the area educational services agendypa&icipants were married white
males who range from 39 to 54 years old. Mostdialdren at home. They had served
as high school principal in the same building foleast five years, with a range of 8 to
23 years of service at the time of their partidirain the study. Their total years of
employment as an administrator ranged from 11 tge28s. Four of the participants
lived in the district in which they work. Of thexsvho did not live in the same
community in which they work, three commuted atredéy long distance to their
schools. This chapter introduces each of the e and describes the schools in
which they worked along with the journey that ledrh to their current position.

Brad
Brad was the principal of a suburban high schmdted in a first-tier suburb in

an urban area, one that is unique in the area iheitnographic makeup. Along with the
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community, the demographic profile of the schoal bhanged significantly over the past
ten years, with students of color representing isigvgercent of the school’s total
population in the 2011/12 school year comparedittytpercent of the population in the
2001/02 school year. Within the student populatiba percentage of students
considered economically disadvantaged had risen ##% to 37% during the same time,
while the percentage of students with disabilitied risen from 8% to 15%. The
principal of this high school, Brad, served in gasition for the past nine years, growing
with the school through its demographic changesth Wtotal of 16 years of
administrative experience in his background, Bexded in both public and parochial
schools in administrative positions, two yearsragassistant principal and fourteen years
as principal. While he lived with his wife and lclien within a 20 minute drive to the
school, he did not live in the community in whi¢tetschool is located.

While Brad was considered an experienced admatestreducation was a second
career for him, coming after six years working rivate business management. While
he worked in the private business sector, Brachdéte college as a post baccalaureate
student, earning both a master’s degree and Hi§icaion as a teacher, continuing on to
receive another master’'s degree in administratfditer teaching in a private high school
for five years, he came to the realization thatexigerience as a teacher coupled with the
skill set he developed in business added up tsklis to becoming an effective
administrator. In reflecting on his move to adreiration Brad stated:

| have two siblings that teach that | am sure atéeb teachers than | ever [could

be]. | didn’'t feel inadequate as a teacher butgt felt like my own skills, my own

gifts would probably be better served helping tokwan systems and
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restructuring and looking at knocking down obstadgstemically and

organizationally that can inhibit really good teschhappenings and kids

learning. It was a good and then kind of a natpragression for me too. | felt
like | needed to teach for a long enough periotinoé and | felt like five years is

a legitimate tenure in the classroom.

The move to an administrative position providedaakscomparison to Brad’s
teaching job in the center of a large city. Hecdiégd this as a good move for him and
that the experience in this district provided artsd rhythm of getting back into
administration after five years in the classroomfter serving as an assistant principal
in this district for two years, Brad was approachbdut principalship of a parochial high
school in a nearby area. While this position watspart of his career planning at the
time, the diversity of the school appealed to e applied for and was hired for the job
and served in this role for six years. In lookibagk at his time at this school, Brad
reflected:

It was a labor of love.... It was engaging and it wasrything. Like I said, the

only thing that was hard for me there, honesty, waisthe fiscal uncertainty and

part of the nature of the beast is losing reallgdyteachers when they could no
longer afford to work for the lower salaries andyveuch lower benefits...

Having been in public school | would affirm and toyhelp people reposition if

they needed to go to a public school. Nobody likegg people. It was part of

the gig.

After six years as the principal of the privatethgghool, Brad made the move to

the position in which he served at the time ofititerview. He pointed to three factors
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that led to his change of position at that timestfthe personal fiscal challenge related
to compensation in the private school; secondglad connection to a larger entity in
which could network and grow, and third, as a fatifehree children who would attend
the school at which he was principal, he had carscabout the dual role of father and
principal in the same school, something that hatiled as a major factor. He stated:

| drew the conclusion pretty early when my oldesighter became a sixth grader

that | don’t want to do the dad-principal thingadmire the people that can make

it work and it works for some people. | just didwant to go there for a variety of

reasons. | wanted my kids to have their own scheal, me have my job and not

try to have that dual relationship.

Discussing the reasons he came to the districehed, Brad reflected on his
background and how it led him there:

... | was doing self-reflection over the weekend a&$ turning 50, which

| probably don’t do enough of but those tutoringslback at an inner city

high school in 1981. | grew up in a virtually alhite town in central

Wisconsin, paper mills, and dairy farms. It wasghly impactful

experience for me to sit across from an African-Anan kid and sitting

over a geometry book, that part was incidentalntloee fundamental part

was learning what that human being’s life was fiehim in the central

city growing up as a minority and poverty and theole thing. That made

an impression on me that never left...| wanted ta Ipart of closing the

gap and being able to look at somebody and sayh&h#tey have brown

eyes or blue eyes that shouldn’t determine thd lgivexpectation and
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opportunity. Why here? When | got here, our scheed 42% minority.

We are now 70% and stewarding that change is rempiprtant to me not

that it's my job to control it or define it neceadabut to be in a position

of stewardship of expecting and trying to delivaality outcomes for

every child. Even as the culture and the make-up@tommunity are

changing so significantly, it's engaging more.

Dennis

The high school of which Dennis was principal sodlocated in a first tier
suburban school district abutting the largest icitthe state. The school consistently
performs well on mandated state test and offerdlage prep curriculum to its students.
As with other schools in the major metropolitaneathe demographic profile of the
school has changed over the past ten years. @Oth#12 school year, non-white
students accounted for 28% of the student bodypeoed to 16 % enrolled ten years
prior in the 2001/02 school year. The school papoih today includes 22% of the
students considered economically disadvantaged amdpgo 3% in 2001/02. Eleven per
cent of the student body has been identified ag\gavdisability compared to 7% ten
years ago. While students at the school contioyeetform above state averages on
standardized tests, school officials are awarendfv@orking to reduce achievement gaps
between majority students and those of color, gigiabilities and/or living in poverty.

Dennis was 44 years old, married to a teachedifferent school district and has
two children, one who attended the high school winerwas principal and one in middle
school who will be attending the school next yeaifter serving as an associate principal

at the school for six years, he was appointed pahof the school, a position he has
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held for seven years. Dennis lived in the comnyuiat a number of years prior to
coming to work there. As he described the motorafor his application to the associate
principal position, he said

Well | started here in August of 2000 as an assegrincipal, and | lived

here in 19 years of my 20 years of my marriage nden this position

came open | had just completed my first year asi@dtrator in another

district. | really didn’t want to apply but my wifgaid you need to apply

because it's in our community. It is right hereeSYas concerned about

the 45 minute drive and what that would mean withytoung children so

| applied to the last minute and was able to getchin August starting

here.

Dennis’ road to becoming an administrator bagahe school in which he was
teaching when he was tapped to help out when amatrator was out of the office.
As he recalls,

They, for whatever reason, felt that | had sombtain that area. | don't think

anybody else wanted to go out and monitor the pgrkat...in the dead of

winter checking parking passes, so, silly me, “Y,ddlhbe an administrator and
go out and check in 400 cars. Check and make suheidead of winter.” It

gradually started out where | came down [to theeffon my free hour and did

a little discipline, helped the little attendandgl the parking lots, supervised the

events and gradually it turned in to an opportutotpe an administrator. One

day the principal there came to me...and said thatodthe associate principals

took a job as head principal in another schoolidisiand my interview was,
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“Do you want to work in the main office and be @ministrator for the year?”

By that point | had started my administrative ckess graduate school. | was

about halfway through. In a matter of two minutegeht from being a social

studies teacher to being an administrator withrikerview in the foyer of the
high school.

Following one year in the administrative positiorthis district, Dennis accepted
the position in his current school and has remalrexd since. When reflecting on the
challenges he faced in moving from associate graildb principal in the same building,
he cites managing the building budget as the bigdedlenge for a number of reasons:

| think the piece that threw me for the largesiplazas controlling the

building budget. | don’t know if there is a gradeiatass that prepares

people for managing the $400,000-budget for a mgldThe other

mistake that | made was | threw away the budgeatdsimhen | cleaned

out [the previous principal’s] office, so | diddiave anything to work

from as to what it all looked like. Maybe that wag zealousness in

getting this position to go through and go, “I doméed this, this, this,

this,” and | threw out something | desperately mekdn retrospect, it

made me work a lot harder at it because | had tihgugh it very

methodically, but | wasn’t ready for budget.

While acknowledging the challenge of budget depeilent and management,
Dennis also credited his experience as associateial in the building and what he

learned as assisting in his transition to the posivhen he stated:
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| think that coming into it | had a good ideatloé staff and what our school is

like. | had a good idea of managing the buildindpfeing [the previous principal]

and what he instilled in me and how he essentrailsed me as an administrator.

Change is a big part of the principalship in ggkool, district and community,
something that occurs in various domains, as Desirased:

| think it's changed greatly in the time sinced’gotten here in 2000.

We’'ve had a couple of superintendent changes irtithaframe and with

that comes different visions for what is going &ppen. One of the

changes | mentioned before is really as admin@msahe expectation that

we are going to be instructional leaders and winattlboks like in a

classroom. | also think that our demographics aenging, specifically

our resident demographics. | just glanced at schoobuntability report

card. Twenty-eight percent of our student populkatiere is a minority

population. What has changed within that percentdg®pulation is a

majority of that population are resident students.

Dennis continued:

Where people in our community used to maybe belerongly that all students

of color were either part of a transfer program aatiresident students, the

reality that we’re trying to sell to the communégd inform them of is that a

majority of our students of color are resident stuid. We have a change in

demographic in within our community. We have bougd#nanges. We've had

different schools that have started charter sch&Il&M schools — different
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things that have happened in there. The commusitgpmstantly changed and it
does have an impact. It does show up in schools.
Ed

Ed was the principal of a high school located qugside the county in which the
city is located. The community can be described asce rural community that has
grown into a third tier suburb in the area. Thendgraphic profile of the school has
changed somewhat over the past ten years, bub tio¢ extent of those within the
county that includes the large urban school distridhe student body at the school
remains predominantly White, with 90% of the studedentified as White during the
2011/12 school year. This compares to 97% duhed@001/02 school year. Twelve
percent of the student population is identifiechaging a disability, compared with seven
percent ten years ago, while 15% of the studeny donsidered to be economically
disadvantaged compared with 1% ten years ago.

Ed, 48, was married with two children and did meg in the community in which
the school is located. He was the principal atsttteol for eight years, having served
previously in administrative positions in other sghdistricts for seven years. He
recalled that the initial leg of his journey intdnainistration started with dissatisfaction
with a teaching position:

| was in a teaching position that | was unsatistidgtth some of the things that

were being done in that school, and | started logko get out of that school

because | needed to do something else. | am d stuies, history-certified
teacher. | was looking for a positiorta.get out of the building, and | found the

dean of students position. | took that position badame an administrator as a
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dean of students and from that point continued—datinat | liked it, and | kept

going forward in my position. | knew the importanaf having somebody in the

building who could make sure the building was uratertrol. | wanted that
experience again, so | looked for that experiemceaaposition opened | felt | was
appropriate for and | applied.

After serving as a dean of students for threesyeduile completing his master’s
degree in administration in this position, Ed wasdhas an assistant principal in a large
suburban school district, a position in which hatoaed to deal with student attendance
and discipline, but also expanded his administeateésponsibility to include teacher
evaluation and curriculum work. In this schooMnarked with the new principal’s
vision to change the school, a vision in which les\given a large role in implementing.
This experience led him to seek a position as atof a high school. As Ed recalled

After four years of being an assistant, | kind @nted to run my own show.

There’s a point | think where the principal makies dlecisions. It's the principal’s

job; it's the job that makes decisions. The priatimakes decisions. There are

times you want to be the person making the deasilbi've got to go down with

a decision, | want it to be one | make and notsmaebody else makes. So |

looked for a principal position at that time angblegd at a couple of places, and |

was fortunate enough to get the job here and | baea here ever since.
Ed’s move to another new community posed a chgéldre had not expected, the
challenge of being the only person in the distmtninistrative team with experience at

the high school level in a school district with yohe high school. This was very
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different than his last school district, with thigigh schools and a number of colleagues

with experience at the high school level. He rechal
When | took over, after | had 15 minutes in my jbbad 15 minutes
longer as high school principal than anybody indrsgrict. No one in my
district had been a high school principal evehigirt history. So that was
different. There was nobody here with that expeethere was no one
here to really rely on what you do as a principatlied back in my
experience as an assistant principal; | contactedotieagues who were
principals in other buildings. The one thing | fouexceptionally
important is the importance of visibility and howdd get myself out in
front of people so that the people know who | vago or three weeks
into the job, two or three weeks into the schoaryge had a
homecoming parade. Traditionally in our town, th@gpal walks in the
front of the homecoming parade. I'm walking dowe street and people
were looking at me like, “Who is this guy? Who'sitth’ | was like,
“Okay...” | figured | had to go out and get knowngdaso | did. | attended
things here so parents would know me here. | attgigdames, concerts,
plays, banquets and things that were importanethegot involved with
some groups in the community so that they couldaseleknow who | am.
We just had homecoming. It's been nine years, harkts nobody who
doesn’t know who | am in the community. That wae ohthe things that

| really saw as being important.
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The community in which Ed’s school was located ereed significant growth
during the nine years he served as principal, brgnghange to the school as well. In
describing the community, he said:

Where we are here...when | came nine years ago...rfdhe shopping

centers were there, the hospital was not therat Whole complex down

there was not there...The downtown of town was amahdiown

downtown. It has been revitalized into a kind ofiee little area that

they’re working on trying to get people to go tdefe’s a beautiful—

wonderful things down there that just didn’t exadten | came. This high

school was in the boonies. We were out in the $ieBlit right now we’re

in the middle of a community. This community hasteld from being a

small town near a big city to being a suburb. Wa'teedroom community

for the most part at this point. People don’t wheke; they live here.

That’s changed.

He continued on to discuss how the changes indhemunity have affected the high
school:

To some degree we’ve seen a slight shift in ouratgaphics in that we

started seeing with the creation of business teteign’t high paying,

we’ve seen a little bit of an increase in minopgpulation, a little bit of

an increase in our economically disadvantaged pdipul. We've seen

also as we become more suburban, we have a marerd@f§roup as well.

The diversity is up there. We're on a roller coastieenrollment. When |

started we were about 703 kids. We got up to aB8atkids, and we’re on
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our way back down to 730s0 that's changed what’s going on. We are a

comprehensive high school. It has always been guosimensive high

school, we’re very proud of that fact, but we'rdlad point where we're

struggling to be able to keep that way.

Frank

The high school where Frank, 43, served as gah¢iad a demographic profile
similar to Ed’s. It, too, was located in the mapoetropolitan area just outside the county
in which the city was located. This community ¢cendescribed as a community once
considered to be a small town that has grown iritord tier suburb in the metropolitan
area. The demographic profile of the school chdregenewhat over the past ten years,
but not to the extent of those within the counsttincludes the large urban school
district. The student body remains predominantlyité/ with 93% of the students
identified as White during the 2011/12 school ye&iis compared to 98% during the
2001/02 school year. Fourteen percent of the styslgpulation is identified as having a
disability, compared with 12% ten years ago and bf%e student body is considered
to be economically disadvantaged compared withd®years ago.

Frank was the high school principal in this comityfor 10 years, having served
as an assistant principal in another state fory@ars before that. Like Ed, this was
Frank’s first principalship, but Frank’s journeyttas position took a more circuitous
route. A graduate of the seminary, Frank’s fiokt in education was as a fifth grade
teacher in a private school in a major metropoldigyin another state. Deciding not to
pursue teacher certification, Frank studied andived a master’s degree in theology

with an emphasis on pastoral counseling and wewbté at a homeless shelter working
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with individuals battling addiction. After movirtg another state, he was employed as a

pubic mental health professional which led him tiospie a career in high school

counseling. He recounted:
| went back and got my license to do so [beconnifieel as a school
counselor]..and got hired by the school where | interned. I'dkmow, | was on
the job maybe a month and the principal came iroffige and he said to me, “I
just know things and you’re going to be an admraistr. You need to go get your
license because we're going to have some jobs dpanoeind here. Boy, you
should be doing this.” | went home and told my wife going back to school
again which thrilled her to death.
Frank continued:
| did, and two years after | started as a high stfamtball coach and school
counselor at that school, | was the assistant jpahat a high school. | stayed
there for two years. We had just had a baby anavifeyand | decided we needed
to be closer to grandmas, grandpas. My wife saMgll, if we're going to move,
why don’t you look for principal’s job, see if war do it.” | had quite an
experience interviewing and got offers for a coudl@bs and took this one. It is
a really a pretty exciting one. | was only an dasisprincipal for two years and
only a counselor for two years and only a fifthdgaeacher for one. | also taught
while | was a counselor. | had a part-time teaclhoagl with that. | have enough
teaching experience | thought to really be effextivthe role. I think I just like

the work from the beginning.
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Like many other schools in the area, Frank’s comitgwand school have
undergone significant change during the time hd h&d position. As he reflected on the
adjustment to his first principalship in a new staeé said:

... [in my previous district] the culture was venyferent there, very transient, not

so interested. | ran the school from a distancgouf will, from public interest,

like we were sort of isolated because people mowand out of the area all the

time so that the staff, | was hiring 22 teacheysa, and [came] to this place that

had this long history and five generations of myifg went to that high school; a

real strong community sense. There were four hafpoals in my previous

district. There was one here. We were on the gptiMy previous high school

performed pretty well. At the time | came here,weren’t. We were broke and

not passing referendums and people were ticked ahd | couldn’t get my feet
on the ground...It just was an odd start and nobedy the upfront caveat that
things weren’t so great when | was interviewing.

He addressed the changes in thedisisihe described an administrative team
that developed and flourished out of crisis:

..our community was in a very different place baakthl mean we’ve grown

considerably as a community and sort of mellowedlil@@tome more active and

interested in a healthy way in the last ten ydatsnk a lot of that has to do with

a bunch of us that all came in to start fresh l&ry@go, a new superintendent, a

new high school principal. AlImost all the othemaipals in the district have

changed in those 10 years. We built some new $shéfe’'ve passed some

referendums. A new mayor and a new city econonveloger, a new
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administrator for the city, all those kinds of leeslhave sort of shifted with me,

and we’ve all become friends and really built watkrelationships. | do think

we've created a place where people have movedtltokids. | mean people
would have moved here anyway, but | think we bectamely destination place
because of the efforts of lots of people who weré af new to the community
that made that conscious effort to have familiesenwere. My first year here,
we didn’t pass a referendum to build new schools.Wére in this 1919 building
across the street and it was in terrible disrepMde.had two grade levels there and
educationally, we knew it wasn'’t healthy. We wegally stagnant over there. The
superintendent at the end of my first year had belgn in my building once. |
don’t imagine being a brand new high school priatgd the school, 1,500 kids,
and the superintendent literally was in the bugdame time. He tapped out, left,
had an interesting path.

After this superintendent left, the position wdkedl by an experienced
administrator who worked in the district. The ngwperintendent learned of a significant
financial issue in the district after accepting fossition, an issue the school board was
not yet aware of. Frank described how this chsigsded the new administrative team.
He recalled:

... stood up, gave the back-to-school speech, ahelddcalmeeting in the library

with the school board and told them, and we haveltaild that. The

superintendent and | and the business managehardirector of instruction, and
we’ve all been here now together doing this foheigears. Frankly, we've

deliberately had conversations about building @pacity within the community.
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We passed a referendum. One of the largest atntieeih the state right after we
had just bankrupted the district and not passexeatium. It took us three years
and we were passing the biggest referendum intéhe’s history. We built two
new middle schools. We built a new theater and wik & new gym here in the
district. We built public education foundation. Wave made more partnerships
with businesses and universities. What's changsedban a real capacity built on
the backs of really good people who work hard ahd make relationships. By
the way, our fund balance today is about 20 perakatir operating budget.
We've built a real capacity even financial capawithin this district.
Jason
At age 39, Jason was the youngest among the paisdipterviewed, having
served as the principal of his high school forghst seven years. This was his first
principalship, having previously served for two §geas assistant principal at the same
school. Jason led a school located within the gotlvat includes the large urban school
district and is considered a first tier suburbhe tity. As with other first tier suburban
schools, Jason’s school experienced large demaigrabanges during the past ten years,
including his nine years working in the school.the 2011/12 school year, non-white
students accounted for 26% of the student bodypeoed to 18 % enrolled ten years
prior in the 2001/02 school year. The school patoih in 2011/12 included 48% of the
student population considered economically disathged compared to 19% in 2001/02.
The change in the population of students with digis reflected a decrease in the
students with individual educations plans, compgsi0% of the student body in

2011/12 compared to 17% in 2001/02.
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While Jason acknowledged some interest in admatistr from the time he
began teaching, a growing family spurred him indtaa in pursuing the coursework and
degree needed to become a principal. As he réecalle

| was teaching high school Englistand the second or third year | was doing that

| realized | had to renew my license and thoughgjland hard. | was a father of

one child and my wife decided when she was preghantshe was going to quit
work. | said, “Okay, can | spend a bunch of monesix credits,” which at the
time was a bunch of money with one income teachigh school English, “or
should | put that money in something that’s goimdp¢ more of an investment
long term?” | had some interest here or there inglsome things right away
when | started teaching. | got into some superyisgpe of things. It wasn'’t
necessarily principal work; it was more maybe asgerincipal type of work or
dean of students stuff. So that was it. | decideget my degree, | got my
degree...It was part financial, yet I'm still doiitgl really enjoy what I'm doing,
so | think there were a lot of good reasons ashy Mlgot in it...| taught for
almost 10 years. | started sending out some resuradssome job interviews the
summer before | took the job here, a couple ofreffrit they just weren't the
right fit. Sent out an app[lication] here the nextnmer and sure enough, they

didn’t have anyone else good enough so they hired m

Jason served as assistant principal for two y@as to his appointment to his
current position. And even though he was princgfahe same school in which he

served as assistant principal, the promotion caitfeumexpected adjustments.
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Relationships with students and mentoring the n&sistant principal were among the
areas he described as presenting challenges:

| would say the biggest adjustment though from ¢p@in AP would be that

student contact. | still every day try to—if I'nonout in the halls or in

classrooms with kids, | feel like I'm not even dgimy job. | know there’s a

million other things that we have to do, but itlhedoes weigh on me. | set

goals, try to achieve them, as far as classroortacband just being out in
hallways and those types of things. I'm becomingfartable though, with
understanding that’s just how it is and that yo'tcget away from doing certain
things that will pull you away from doing that. wbuld say another adjustment
would have been not necessarily trying to do thef¢o the person who came in
and replaced me, but letting her maybe experiegdeda little bit...a lot of
times | could foresee things that would come hey arad | would try to maybe
thwart that a little bit. Maybe if anything, pularmyself out—I liked the position
| had, it [the move to the new position] was dditlifferent than what | thought it
might be.

Along with the adjustment to the principalship,araglentified changing
demographics of the community and the school allectiang during his tenure in the
position. He described the changes he has sdbg imne years he has served in the
position:

Just in the nine years I've been here, there igusstion that the clientele has

changed. The manufacturing population has dramigtidacreased. I'll tell

people often, I think the school for many, manyrgeaas filled with kids who
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would work hard. | would go so far as say they ldatome in, sit down, shut up,
work hard, do exactly as they are told and evengthwas peaches and cream.
Now, not so much. We have a lot of students cortongs from other districts.
Not that that’s all bad, but there’s no questicat tihe vast majority of kids that
coming to us are leaving their other schools bez#usy've had issues there.
More often than not, behavioral issues thefidhere is no question that the
biggest change there has been the clientele. Weav a Title | high school, we
have in the mid-fifties reported free and redudes probably 10 % higher.
Justin
Justin was among the senior participants in thidystwith 20 years as principal
of his school and 25 years as a school administrades high school was located in a
third tier suburb in the REA. Like other thirdrtguburban schools, this school
experienced some change in school population ddinegast ten years, but not to the
extent seen in the schools located in the firstadesuburbs. The non-white population at
the school was 5% in the 2011/12 school year coeaptar 2% in 2001/02, and the
population of students identified with disabilitiss 8%, compared to 7% ten years ago.
The largest change in the student population wasuitents experiencing economic
disadvantages; in 2011/12 7% of the student populatas considered to be
economically disadvantaged. This compared to ndestts reported as economically
disadvantaged in 2001/02.
Justin came from a family of educators and knewlhays wanted to be an
educator. The move to the principalship, howeregruired prompting from others,

beginning while he was still a high school studgde remembered
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| knew | always wanted to be an educator...justtfet it was something that |
enjoyed doing.and it was the family vocation really. My motheasva teacher.
An uncle of mine, who | was very close to, wasacher. A number of aunts and
uncles were teachers; it was a kind of a familyation. ..the reason that kind of
prompted me was one of my high school teachersakhigtwhen | was | senior,
suggested that | go and become an administraterknidw | was going to be an
educator and going to teach but he said, he tolthnmey senior year, he said,
“You know, you should really consider going intaradistration, | think you
have the leadership skills that it would take taabeonly a teacher but a principal
as well...l would come back over Christmas [vacafrom college] and workout
with the wrestling team and he reiterated a coopteanes in my freshman and
sophomore year of college that, “You might wantaeasider that as something,
keep that in mind. Maybe take a class or two rtoat will help set you up for
that” and so anyway it's always been in the backgfhead. Started teaching
and shortly, within two years, | thought | wantgo get my master’s degree right
away, | don’t want to wait, so | got my master'gjcke. | really had no thought at
that time how soon | would go after an administtosition but | thought | just
want to get the degree put it up, get my creditsgep my master’s and then get
paid more...
Upon completing his master’s degree in adminisiratdustin sought and was
hired as an assistant principal in a rural distna part of the state distant from friends
and families. He served there for one year wheopgortunity arose to return home. He

recounted:
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| worked there for just one year as an assistantipal and had a lot of friends
and family back in another area, so | wanted tdbgek to the area. | started
applying for jobs in the area and with the one yearerience under your belt it
gives you a lot more opportunities, it gives ydotamore interviews. | had four
interviews and two job offers and | took the jolleofin an area school district and
so | was an associate principal...for four yearfathtigh school. Then after four
years there, | thought I'd been an associate gratdor five years now, I'm ready
to at least start looking into the principalshiplatart considering that next step
up and the job here opened up. | applied forrwegved and got the job and that
was 20 years ago...

Justin’s move from assistant principal to buitdprincipal came with new

responsibilities and new relationships with facahd staff. He noted that the change in

relationships with faculty and staff was the biggejustment he faced moving into his

new position. He also sought out and found supipom others outside the school to

shepherd him through the transition:

It's lonely at the top. That was probably thedagt adjustment that | had to come
up with, get used to. That as an associate pahcypu have another associate
principal you can talk to, you have the princigabb to as a buffer zone on issues
and even the staff. There is a different kindafnection between the principal
and the staff and the associate principal andttfé sThere is a little bit more of

a stand-offishness from the principal...as an assogiancipal, | socialized with
the staff. |1 don’t socialize with the staff now@sncipal. That the buck stops

here was again...was a bit of a tough sidéy.uncle who was a teacher, he was
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also a principal, an associate principal who becarmeipal. when | became an

associate principal, He was...older than | was afat.many situations, | called

him all the time. “What do you think about this, atldo you think about that” and
he gave me a lot of good feedback that was vefllehnd | could lay my

weaknesses out and not share that with my bosbodyowvants to say, “I'm

struggling with this” to your boss because that esakour boss focus on that

perhaps. | had a person | could go do that togédting really solid advice on
how to deal with those situations.

While the demographic makeup of the community stndent body has not seen
significant change during Justin’s tenure, the stiteelf has. Like other schools in the
third ring suburbs, Justin’s school experiencetharease in enrollment, from 2000
students in 2001/02 to 2300 students in 2011/hZadtition to the increase in student
population, Justin also noted that the role ofthiecipal has “changed dramatically”,
and he states:

Sure, when | first came on, my role specificallgsa.at that time my role was

specifically observing of teachers and disciplinirkjds and attendance, dealing

with attendance. There was no opportunity for wioat would call leadership or
coming up with creative ideas and getting stafhtplement them. ...lI was
chasing around like a chicken with my head cut offAt.first that's what | was
doing and then after two years | was able to carera superintendent that we
needed associate principals and we were able th tlvat in and hire associate
principals...which then certainly relieved us of sotim&t chasing around. When |

think back to those days...my contract was like aoeaiste principal contract, |
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had like a 228 contract, so | was supposed to weokor three weeks after the
teachers get done and then two weeks before, bugsosed to have eight weeks
off in the summer and that first summer | had rdags off. Because we did all
of our hiring in the summer and so | was involveall of that extensively and so
| didn’t get any time off for summer because thees just so much to get done
and | was having to do a lot. Hiring the assosiatdieved some pressure and
gave us the opportunity to be more creative andrieanore educational leaders
and look at data and look at things and say, “Okdngre do we want to take this
organization” be more of a visionary...Go from heydhere.
Paul
Unigue among participants, Paul was the only ppaldn the study who spent his
entire career in education in the district in whinehwas employed at the time of the
study. At 49, Paul was not among the oldest optgicipants but had been principal of
his school for 16 years, placing him among the groiuprincipals interviewed as one of
the most senior relative to time in position. Pasthool was located in a third ring
suburb within the REA, a district similar to othbird ring suburbs as it evolved from a
small town/rural community to one considered tarimee suburban during the years Paul
had been there. Like other third ring suburbs sttf@ol and community have seen some
change in demographic makeup, although not toxtenereported in first and second
ring suburbs in the area. Like other third ringtoan schools, Paul's school has
experienced an increase in enrollment, from 608estts in 2001/02 to 800 students in
2011/12, a 25% increase. Non-white students repted 13% of the student body, up

from 6% in 2001/02. Students reported to be s@cnemically disadvantaged made up
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12% of the school population compared to 4% temsyago, while 6% of students had a
disability and received special education servidesyn from 11% of the population in
2001/02.

Paul’s journey to his principalship occurred tiytavithin the district in which he
is currently employed. He reflected on the circtanses that led to his administrative
path:

| think it was two things. It was one, a belie&th could have a

significant impact on the culture and climate amel operational goings on

of a high school or middle school at that pointelt like | could have a

positive impact in that role, but I think it was redbeing pushed in that

direction... | really had two building principaldw | was answering to,

and both of those guys pushed me in that directioack when | came

here this building was a middle school and a hitosl combined. | was

working as a seventh grade and a ninth grade teathe middle school

principal at the time did not have an associateqyal. He was also the

high school athletic director. He had a big job.t&Vhen he would leave

and go to conferences and be gone or whateverpbkhalways ask me

to come and fill in the middle school office. Iryrigh school role there

was a semester where the high school principabgotped into the

superintendent’s role. The AP [associate princigat]bumped into the

principal’s role, so they needed somebody to takassociate principal’s

role for a semester. | had been in the classraorfotir or five years, then

came and did the AP role for a semester and theh baek into the
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classroom. Then the AP role officially opened hare] | threw my hat

into the ring. It was really a combination of fegllike | had some skill

sets that might be beneficial to the school as @levand being guided in

that direction by a couple of mentorsl. went through the interview

process and was the lead candidate, and was otfezgdb. Sixteen years

later, here we are.

While Paul recalled the mentorship and supporebeived from both of his
principals along with his familiarity with the sablcas a teacher and associate principal
provided a positive experience for his growth iattministration, he acknowledged that
moving into the principal’s position came with somajor adjustment, and recognition
of the responsibility that came with the promotion:

| had been groomed for this position formally &t of informally. | was ready

for the move, but you’re never ready for the mowglwyou sit in that chair, you

know that. | don’'t care how much time you haveemybur belt as an associate
principal. When you are responsible for everythihghanges the whole
dynamic. | can remember — and this goes back tasagciate principal days —
but being at an event and looking around and gdfagez, I'm really responsible
for everything that goes on here.” The big differebeing an AP is that there is
always somebody who is above you that things cakigked to, or you have to
go, “l don’t have to worry about that teacher’slgean because that'’s the
principal’s job.”... | think that’s the biggest diffence, in that you are just
responsible for everything. It's your climate’s lyour culture. It's your ACT

performance. It all comes back to sit in your [&pat’s the primary difference.
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When you are an AP, it's about attendance andmdiseiand minor things.
When you are a teacher, it's about your little staem role. But when it's your
building it's way bigger in scope, as you well know
During the 26 years that Paul worked in the aistthe community and school
experienced economic and physical growth. At iime tPaul came to the district as a
teacher, the district was experiencing declininggbment and the middle and high
school were merged in one building. At that tifdaul recalled, academic expectations
for students were low compared to today’s expemtati He stated:
It was all really about what some folks would ¢hlt Wrigley Field effect. It felt
really nice. People liked really being here, lng tans didn’t care if you won or
lost. As long as there was no major fires, thivwegse totally fine. What happened
was, as the economy started to change in the8ate and the ‘90’s all of the lake
homes started to be brought bwealthier people who had their eye on, “This is a
lake property. I'm going to tear down that cottagel build a million-dollar
house there.” We started to get more and moreevdallar folks here, and along
with that then the board of education started &nge. You got people coming
out here because they liked the tranquility of geant in the suburbs, but they
also wanted what [high performing school distriat¢he area] others had relative
to academic performance. You started to see sbareges on the board of
education and along with that, boy, the communaty just really transitioned
from a blue-collar dominated to a white-collar doated community. The
growth out here has just been phenomeniie.culture has changed

dramatically, and I think the biggest changes vpgeeipitated from the board of
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education. Ironically we had a couple of membershe board that had twins.

Their kids were getting totally different experiescdepending on the classroom

teacher that they had in third grade or in fouridg, which really led to

curriculum revisions in terms of tightening downathwe’re teaching in third

grade in classroom teacher A’s class better bedhee that we’re teaching in

classroom teacher B'’s class.

Sam

Sam, 45, spent his entire administrative care@rdrcurrent school district, as
high school assistant principal, middle school @pal and high school principal, a
position he held for 12 yeard\ first ring suburb, Sam’s community and school
experienced some demographic change over the geatle, but not as much as other
first ring suburbs in the study. The enrollmentlie school increased slightly during the
past decade, from 800 to 900 students, with nont&\#tudents comprising 18% of the
population in 2011/12 compared to 12% in 2001/8&1dents with disabilities accounted
for 11% of the population compared to 12% ten yaas while students reported as
economically disadvantaged increased from 6% osthdent body ten years ago to 24%
of the population in 2011/12.

Sam came to his current school district from gdatity school district in the area.
After participating in a leadership developmentgsemn in the city school district he
described himself as “fired up to be an administtatWhen the program experienced
some difficulties and the anticipated positions md emerge, he sought opportunities in
surrounding school districts. At the same timeg ofithe surrounding districts was

seeking to fill an associate principal position aodtacted the university at which Sam
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had studied to seek recommendations for candid#esatch was made and Sam was
offered the position as high school associate graic From there, Sam shared his road
to the high school principalship:
Two years as the Associate Principal and | thinklena lot of...positive change
within the role, and then since all my teachingsjolivere middle school, when
the middle school principal retired | applied fas fob. | was not placed, | applied
for his job and interviewed for it and then got jbk at the middle school. And
then consequently when [the high school principatifed | interviewed for that
and then got the job back up here. ... | like thddia school a lot but | had a
taste of the high school those first two yeatsactually enjoyed the high school
age students... | really enjoyed the whole piece @fing them from high school
into a secondary opportunity or — even just allftirethat goes around with the
high school with the sports and the drama, theténeand all that sort of thing;
just stuff that you can’t normally get out of thedelle school experience. This is
the flagship of the community so it’s kind of a@igiece. You're able to really
build something that the whole community is profid o
For Sam, the biggest adjustment from middle scpaatipal to principal to high
school principal centered on the areas of curriudund instruction. He recognized that
his middle school principalship in the same distpiovided a knowledge base that eased
the transition somewhat. He also was reconnecitdtiae prior middle school associate
principal who had moved to the high school. Helaxed:
The adjustments | think were...getting reused tankguctional piece of it

because it was so different from what | was usedtten | taught plus
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supervising middle school instruction for all thggars. So the jump back into,

all the way from 8 grade English to AP Physics, just kind of gettragk in there

and feeling, like, | could make an impact in sonsy\across all those [content
areas]. | think that was the biggest piece. Wha @asy about it was that...my

Associate Principal, my Dean of Students from thedhe school...had moved up

as the Associate Principal here, so | was rejoihing He was not only a very

good friend but someone that | mentored [during]time there, so | got to rejoin
him and we hired a new Athletic Director out of thaldle school building who
was a teacher there, and so we had this very ctabterteam coming up here. |
knew all of the kids that were here that went tigtothe middle school, so that
piece was good. | had the relationships with threqta and everything so there
was a lot of good stuff working for me in that sition too. | definitely say the
instructional piece and also just the sheer sizecatendar...you really have to be

a lot more organized and more strategic on whevég@oing to have your

impact too.

With seven years as principal of the same highal¢cl8am experienced change
not only in the school but in the community. Yetroted that support for the schools in
this community has not changed at all. He stated

The community has always been really solid; higheexations community.

They're really proud of their schools and so it'graat place. They're not

ambivalent towards the schools; they’re really imed with it so that’s always a

great piece. The community has become more diverakthe different ways.

Not so much ethnically [here], a little bit, but resocio-economically and all the



80

things that they're getting after and the accouhtghbeport card with gaps and
things.. That's a good thing because it was pretty homogemden | first got
here to the point of being kind of weird. So | meélae community has changed
that way but there’s always — the thing that idlyegreat about working here is,
not only that | have the same superintendent thr@ewvime | was here which is
doubly rare but there was always, always huge ipessupport from the
community and their expectations are kind of whathed you to do the things
that you do. That never changed, what changedhk thias the diversity of the
community and also the huge turnover in staff. ®verdone a lot of.hiring
and mentoring of the new teachers which I'm reptiyud of because we’ve got
some great teachers. We figured it out the otheitltat from when | left as the
associate principal back in 2001..., only 20% ofdtedf that was here then is still
here.
Scott
At 54, Scott was one of the oldest participantdhestudy, and with 12 years as
the high school principal in his current positionthe mid-range of experience among
administrators in the sample. As principal of aad in a second ring suburb in the
REA, he has observed change in the community dims¢enure. While the size of the
school remained stable at about 1300 studentgotim@osition of the student body has
changed somewhat. As reported in 2011/12 the noieVigbpulation increased from
12% to 19% over a ten year period. Students wgalilities represented 10% of the

population, the same percentage reported in 200102 population of students
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reported as economically disadvantaged increase2011/12, these students accounted
for 13% of the student body compared to 4% in 2001/

Scott came to school administration after 20 yeateaching. His interest in
administration grew out of the experience in sep\as the department chair in an urban
high school. He described his move to the subaststemming from the city schools’
residency requirement rather than a desire to wothke suburbs:

| was English Department Chairman the last cooplgears there. | really

enjoyed a leadership role. | really enjoyed the flaat we could really pursue

radical change in the system without much resigtaltevas exciting. The
opportunity came to teach at [a suburban schod]lavas under a lot of pressure
at the home front to pursue other job options beead the residency rule. So, |
went over to [my current district]. My first yedrdre actually | was pretty
frustrated because they were so mired in the statadecause the kids were
being successful. | was there five years and kthiter my second year therd...
went back. | went to get my administrator’s licensgon’t think | would’'ve
thought of being an administrator in [my previoustritct] just because of the
myriad of problems you deal with as administratevould’ve dissuaded me but
being [here],,,,well maybe being an administratoulsin’t be so bad. So, | got
my administrator’s license and got a job [in anottistrict]. | was there for one
year as an AP [assistant principal]... People wkimelw from [the school where |
taught] called me and said there’s an openingerdihtrict...l applied and | was

associate principal here for two years and a quavte predecessor resigned a
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guarter into the...school year so | took over in Naber..as interim and was

made as a permanent replacement in March...

Moving into the principalship within the buildingqder the circumstances Scott
found brought both challenges and rewards. Heddbat much of his work centered on
developing trust with a faculty and staff who weskictant to do so because of their
experiences with a prior administrator. He did thgainst a backdrop of tension between
the building staff and the district office

The nature of how | became principal was inheyectthllenging because my

predecessor resigned the first week in Novemb#reogchool year and.there

were some issues relative to a lack of trust. Hedeaved only for one year, one
full year prior and then a quarter. | think thatdneated a culture of mistrust. |
think he came in and was more like a bull in a alghop.."Why are we doing
things this way. This is stupid.” And you know theople here have had some
degree of success and take pride in what they do.cén't do that.l took over
and that first year was just really just to tryget people to have trust in the
administration again because we can't get any menefarward if people don’t
trust in the leadership in the building. That was first year... | know that | was

a very well-respected teacher in the district dvad gave me credibility with the

staff that | otherwise wouldn’t have had...the fysar was getting that

trust...There were a lot of big things politically that haathing to do with the
instruction really. Then, against that backdrop,steeted working on common
assessments and tried to move the building alosigathy, converting some of

our advanced classes to AP classes with someameseést.from the teaching staff.
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They didn’t want to go to AP. Those were some efgtruggles early in my

principalship.

Scott continued to discuss the situation he ernteoed in entering his first
principalship:

| mean it was a mess in terms of the culture bexauspredecessor...was a great

guy to work with in terms of the office but in tesrof some of the things he said

to staff and drew lines in the sand all the timieefe was a real incredible lack of
trust between the teachers and the administrafioat’'s what | mean by the mess
and that’s what my associate principal at the tintteat.was the challenge that

[he] and | had to really deal with was that trytogorge those relationships with

people again so that everything we did wasn't vidveeispected as...Well, and

frankly | think that the senior leadership at timee, | don’t think | was their guy
but | think they realized over the course of thieast year that the staff would
really rebel if they didn’t put me in place as firencipal because | had that trust.
| don’t think that would’ve been their number or®ice but | don't think they
had any option quite frankly.

Along with the challenges faced in the buildingpipalship, Scott also found
things in the district changing, posing additioclaallenges. He identified staffing
changes at the district office as an area in whidnge at the district level had an effect
on his work as a building principal:

Well, when | started here in 1996, we had a vesil-ataffed central

administration and they were curricular expertdifferent disciplines. There

was... an English Language Arts Specialist. Beingaglish teacher, |
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remember [her] coming in to my class a couple timgdirst year teaching and
then talking to me about differentiation. There \@aounterpart she had who was
in math and one of science and one...in businessidoidhave these curricular
experts and you had the Director of Curriculumningion... and Director of
Assessment. | think the year | left [to take th&istant principal position out of
the district] and | only left for a year, they elmated all these curricular area
experts as a cost saving. They started viewinghgatown the central
administration staff as cost savings opportunitydsn’t part of a strategic plan.
When | came on board, were pretty light in termadrinistration. We're even
lighter still now. It wasn’t any part of a strateglan. And so, there were all
these changes in the early part of the centuryl etk decimated our central
administration. | think combined with the decinoatiof the district office
staff...we were kind of rudderless because our sofrilent, very successful
superintendent, very political animal, was morerfested in getting referendums
passed or getting people onboard with the proceslmsing [an elementary]
school. He depended upon his instructional leaiersally forge that
instructional vision.
Tom
Tom was one of two principals in the study who sdras the head principal in
another building before coming to his current poait Prior to this school, Tom served
as high school principal in another community fgredrs. This is the community in
which he continued to reside when he moved to l@sent position, a position in which

he has served for 18 years. Like Scott, he tafoghthany years before going into
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administration. Scott’s school was a high achig\high school located in a first ring
suburb. Like other first ring suburban high scisaalthe area, the overall enroliment in
the school decreased slightly over the last decatie. school enroliment was 900
students compared to 1000 ten years prior. This@dexperienced fewer demographic
shifts than other schools in the study. Non-Whitelents made up 22% of the student
body compared to 18% ten years ago. The percenfajadents with disabilities
decreased from 7% to 4% of the population; studestsrted as economically
disadvantaged increased from 0% to 3% of the pdipnla Demographically, this school
has not changed a great deal in the past decade.

A long-time teacher, Tom’s motivation for pursuiagministrative credentials
and an administrative position arose from his @eirsupport teachers. He explained:

My number one point of interest was to afford teachers a greater degree of support.

| taught for 15 years and, for | suppose a vamdtgeasons, there wasn'’t a lot of

stability in terms of the leadership at my highaahand that grew increasingly

frustrating over time. | think that certainly waseading factor in terms of

compelling me to first go and get my certificat@md then ultimately make the

plunge into the administrative work.

The move to Tom'’s current position was not ora be planned or even
anticipated. He remembered making this decisitar #fie school year had ended:

Well I was just wrapping up my fourth year at [mgywous] high school,

and wasn't at all looking to go elsewhere. Aftgrancipal here who had

an extraordinarily long tenure, | think more thanhy2ars — they then had

a principal who was here | think five years, anehtlanother principal who

was here just two years. All of a sudden what heehla very stable
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situation had become unsettling to the communitlgink they had gotten

a little more desperate, if you will, to try to disomebody who would be

a better fit. The superintendent at the time cathed literally out of the

blue and | was intrigued. | didn’t know a lot abdi district. | knew

some, in fact the long time principal here...was ohmy teachers in my

administrative certification program. | knew of hifrknew of the

computer sciences teacher here, who was also ang tdachers as |

earned my master’s degree in computer sciendsad b few connections

and thought what the heck, can’t hurt to talk, héneeconversation. |

think we probably did that initially and then | wamre intrigued by the

possibility and went ahead and submitted the agiptin. Then | made

the very difficult decision to pull up stakes besait was late. It was after

the school year had ended, and | had to be reléamadny contract. It

was a surprise to me, obviously it was a surposeveryone else, no one

saw it coming. Yet | had to pull the plug. We datdugh that, but | was,

felt pretty confident that this would work out walhd thankfully my

premonitions were correct.

Tom recalled that the transition to this positioasvaided greatly by the supports
that the superintendent and central office adnmatisin provided him in making the
move over the summer:

| was really blessed with some great transitiongp®rts. [The superintendent]

again was very committed to making sure this wonked, so he laid out a very

comprehensive transition plan for me that madéend lof easy to just follow. My
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associate principal had only been here one yeandutas absolutely fantastic so
right out of the gate | had a very, very capabioeamte to work with, who then
became our director of curriculum instruction...sattas very helpful. Honestly
it was probably one of the less demanding years because | simply had to... |
think everybody understands you're not in a positiecessarily to make all sorts
of changes and solve all sorts of problems, s@# much more of a year to get to
know folks and get connected and make hopefullyespaositive first impressions
and engender some confidence in the various coaestites. That played out
fairly well, I don’t recall any major challengestimat first year. It was much more
about just transitioning from one district to aretiDiscovering that in a lot of
ways, was probably a better fit for me.

In the years following Tom’s appointment, the dcttexperienced significant

personnel changes at the district office. The sofmdent who hired him retired, the

high school associate principal became the cuumouirector, the director of special

services and human resources became a superintem@other district and the

previous curriculum director took that positione Kkmemberedafl of a sudden we had

this incredibly powerful central office team in terms of getting after the kind of things you

would love to get after if you were really into advancing student learning”. Principal

positions changed over in that same period. Wighvwery short time, Tom was one of

the more experienced administrators in the distit¢ recalled the growth that came

with the shift in personnel:

... it's like the whole team got remade and all suaden | wasn’t the newbie — it
was kind of crazy. Within a few years | was on tipper half of experience for

the district. We created the focus plan and it wvexy big picture, and then
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collaboratively went about deciding on how we mibgést act on that. | mean the
district had presented some interests, but we gigesn a tremendous amount of
latitude to figure out how we would act on thatgd @ame up with three pivotal
commitments around nurturing student engagemehdébooation and quality
feedback. It eventually came up with some defigita¢tion steps around those
things — a revised homework policy, the last rebitything that we got out of it
was a revised grading policy which was a tremendmaiertaking. Slowly the
culture within the district, as far as | could selganged to become much more
student centered, much more collaborative. | maarazing difference there.
Collaborative in its broadest sense of insteacephgate schools going about their
business as best they see fit, or as best semep#rticular interests we're
looking at this much more broadly and going abbatross the district and then
try to bring that home within our building.
Summary
Ten high school principals participated in the gtud@hey served schools in the
southeastern area of a Midwestern state, and aatheit principalship from a variety of
backgrounds and experiences. The demographic ofakéthe schools they served
varied. Some participants had little teaching eigoee prior to entering administration,
others taught for many years before pursuing tininistrative credentials. Two of the
ten came to their positions from a principal’s piosi in another district; for others, their
current position was their first principalship. h&pter Five describes the findings of the

study and describe key themes and sub-themesfiddnti
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CHAPTER FIVE
Presentation and Analysis of Data

Ten high school principals with more than five yet@nure in their current
positions participated in two hour-long intervietesshare their perceptions of the
institutional and personal factors that have sujggbtheir remaining in their positions for
a longer tenure than most others in the same positspecifically, the research questions
addressed in this study were:

1) What institutional factors are present that dbate to lengthy tenure for a

high school principal?

2) What personal characteristics are present in $atpool principals with lengthy

tenure in their positions?

3) How do principals with lengthy tenure view thegtationships with staff,

parents, students, the district office, the comnyyther administrators and the

school board?

The participants in the study were introduced im@br Four. This chapter
presents the data gathered from the interviewsdasdribes four major themes and sub-
themes that emerged from the data. Major thenmeagifted were: (@) relationships, (b)
balance, (c) fit, and (d) change. The theme @iti@hships included relationships with
the district and superintendent, faculty and sfadfents and students. Also within this
theme, collaboration and trust were identifiednapartant in the principals’ tenure. The
theme of balance included balancing job expectatend tasks, balancing family and job
time, tending to personal health, and developiratesgies for balance. The theme of fit
referred to the match that the principal felt wiitle school district and the community

and included sub-themes of fit with the districtldhe community and fit of
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compensation for their positions. The theme ohgeancluded the increased
complexity of the high school principalship, contirus improvement, instructional
leadership, changing culture in their schools,ahgoing quest to increase student
achievement, and socioeconomic factors in theirmamities and districts.
Theme One: Relationships

Relationships were cited by all participants ie study as a primary factor in
their decisions to remain in their positions orksaeother. The strength of many of their
relationships was mentioned when asked why they 8ta tenuous nature of other
relationships was mentioned as a factor that cmidildence them to leave. In addition,
their relationships as mentors to assistant praisipnd other staff members along with
building capacity within their buildings for contious improvement through
collaborative efforts were identified as importéantors in their own career decisions.

Tom shared his thoughts on the importance of miahips in an email following
the interviews:

With regard to the themes that have emerged fram goncipal interviews, it

certainly strikes me as fitting that relationshgoe at the top of the list. | can't

imagine a principal being effective and, consedyesticking around for an

extended period of time, if he or she was not agdmimed in this area, especially

with students, parents and staff. Establishingtp@sworking relationships builds

trust that, in turn, provides an essential fouradator improvement focused

change. It also allows for distributed leadershigt imakes a seemingly

impossible job doable. | am daily grateful for tiigh quality work my associates
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and teacher leaders do, knowing that without thelip | would be in a world of

hurt.

Relationships with Faculty and Staff

While principals interviewed acknowledged that ntaiimng professional and
positive relationships with the many groups theginact with was important to their
success in their positions, most identified reladidps with their faculty and staff within
their buildings as critical to their ability to kéaespecially when they are leading for
change in curriculum and instruction or facultyfpenance.

Jason described the positive relationships witbltees that have allowed him to
successfully assist teachers who need improvement:

The building relationships | have with the vast only of my faculty are very,

very good....Are there some uncomfortable relatiopshi Sure. | have about a
handful of people right now that are on plans gbiavement. | probably have
two or three more that should be. Even of those tinat | have on plans for
improvement right now, my relationship with twotbree of them is very, very
good. They understand. | have actually had alecnfthem say, “This has
probably been a long time coming.”

Tom found that his ability to hire staff and thgport that he received from the
district office allowed him to maintain ongoing o relationships with the faculty
over the years:

Since I've had the opportunity to hire most of thkks that | work with now and |

would say have had a pretty good success rateabifirtmt, that’'s made a big

difference. I've had really outstanding administratsupport within the building
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for many years now, so that's been huge... abseftitdan’t know if I would

still be doing this. The staff and faculty are vepommitted, dedicated.

For Sam the ongoing focus and teamwork focusedumtest achievement and
learning among the faculty, staff and administrapoovided the basis for positive
movement in the academic program:

Like I said, it's not an antagonistic relationshigre. We're lucky with that, not

only [with] our union but the types of people tha hire. It's really the

backbone of this school knowing that the kids ai@dp given high quality
experiences in the classroom and the parents arg btemmunicated to well out
of the classrooms. It's just huge. ... our expegtatiere is that one or two people
on your staff every year are under...intensive supem... The staff piece is
probably one of the biggest ... | don’t know whatigder than that as far as the
energy to stay and be part of here...| hear fromrgthacipals and | see they're
openly fighting with their science departments like, “What? What do you
mean you're fighting with your science departments just not part of what
happens here. | don't mean, don’t get me wrokgol there’s grousing going
on about certain things, but as far as being abkeork together and get that
positive response as far as let's explore thisttmgethat’s in place, which is
great.

Frank, too, maintained relationships with facultyl staff that centered on the
academic focus of the school and its impact onesttedand student learning. He

acknowledged that this approach did not always tegubpularity:
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We've had our moments; it's been tough some tirfves certainly made
decisions of which they didn’t approve. I've matene that they didn’t like but
understood, made some that they were thrilled &hdabout. What's sort of
fantastic about that relationship with the buildstgff is the decisions that | make
that stick with them the longest are never the dhatthey like the most. | have
to keep some of those more popular decisions timatde...to pull out when |
need them, because they’ve forgotten them. If thiisljob to gain a popularity
contest, get principal of the year, | wouldn’t makeery long, because this place
would be a mess. | can’t please everybody.
Some principals saw their long tenure and itscéfba building

relationships as a positive factor in their posisipbut also as one that posed

challenges. Dennis shared the challenges that wotherior relationships, and

friendships he has with some staff members:
What | have learned is that there are going tms&nces that come up with
almost everybody where you have to be able to agpand understand...that
supervisor-employee line... | know, there are pebele who don’t agree with
everything that | decide or do... you know, if evayglly had to like me for me to
stay here, | probably would have left 10 years agink that we have a very,
very good staff, and we may disagree professioraddbut some things ...
but...the piece that's important is understanding wiejre here. | think that
sometimes having stronger relationships with saatieer than others can make
situations as they come up a little difficult. Qofeour...teachers and | went to

high school together. So, I've known him from waachk, and | wasn't part of his
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initial hiring team here, but now we’re looking[atnew position]...he will apply
for that position when we post it ...if he doesn’t get position, will that have
an impact on our relationship? Probably. You widwpe it wouldn’t, but most
likely, it will, so, sometimes | think you have teake sure you set the stage for
that.
Ed also described the dilemma that his tenurberbuilding posed to his ongoing
relationships with faculty and staff members:
... there’s a catch 22 on my longevity and how | de#th my staff. I've hired a
number of them, so they’re people | wanted in tpesitions because I've been
here for so long. | have made my bones with tHemthe most part. | don’t
have to prove myself anymore as a leader. Thethgeét Those roles are
defined. | know where to go to get the skinny framat’s going on in the staff
very quickly now, compared to when | [was firstaut... The downside is I've
developed relationships with them, these peoplé fli@ndships, and collegial
relationships. It makes sometimes encouraginggaamore difficult. It takes
time. | mean, | have to take time too to make $uaék to everybody, even
though | know I don’t have to talk to everybodyve got good people that I've
hired, I've got people who understand what to ekpecause I've been around
long enough that you can figure out what | expddte downside is | have to go
back and constantly make sure I'm dealing withdgsiand making sure I'm not
getting my personal like or dislike for a persofeef what's going on in a

classroom or in a situation or with an idea.
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Paul believed that respect and likeability are lpmiksible for a principal, but also
that getting to this point required attention aratkv He described his beliefs about
establishing and maintaining quality relationshapth staff members:

It's...important to have quality relationships with yotafSand | believe yogan

be respected and still be liked. | think that thege go hand in hand but you have

to work at that. There are people who you just radifuget along with...but |

can't imagine working in a building...where peopldrdi want you there. I'm

always amazed by principals who can do that—whobeaim a building where

they're not supported by their board or their suppendent or worse yet by their
faculty. | can'timagine trying to lead a grouppeople and always being
uncomfortable in front of them. | think it's realmportant to have quality
relationships but | do think that the way that wstiablish that is to have open,
honest communication about what are the expectwtad then what are you
thinking relative to their performance about thgpectation.

The relationships they havéhviaculty and staff members were identified by
principals in this study as an important factott ties contributed to their lengthy tenure
in their positions. Relationships with others luling the district office and
superintendent also play an important role in thetisions to remain in their positions.
Relationships with the District Office and Superinendent

Principals in this study talked openly about timelationships with the district
office, especially with the superintendent. Seligientified this relationship as a major
factor in their decisions to remain or leave tipasitions. For some, the loss of the

superintendent with whom they had a strong andigegielationship had spurred them
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to begin thinking about changing positions; fores) a new superintendent brought a
change in the district that renewed their focus emekgy for their work.
Ed has worked with the same superintendent dinismgntire time on the job. He
pondered his future should this superintendentdgeta retire:
If [the superintendent] leaves, what happens thd&re&t will happen and to some
degree that’'s the same thing with the board. dftleave, that would be an
impact. So I mean... that would have an influencevbether | stay or go. There
are people I'm going to work with, and their ch@ctbey’re making as far as
sticking around. Right now they've made the chdacstay. If they were to
make the choice to leave, | would probably morévalyt look at lateral moves.
Jason, too, wondered what he would do shouldupsrintendent move to
another position. While he stated that he hadamgtrelationship with the
superintendent, he described his relationship wotitler district office personnel as
sometimes frustrating, especially when he saw st should be addressed by the
administrative team as a whole:
| really like working with [the superintendent].etnd | have a great
relationship; however that came about, but do figestrated...l had a
conversation with him yesterday about somethingldnahg up the phone and |
said, “Just listen to what | am saying. Just letdo this. It will be fine.” | get a
little frustrated with a couple other members @& thstrict office and he knows
that...he and | talk very well about that kind offgtbut there are other ones that

the relationship is very, very good. But, is deal breaker? To a certain extent, |
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think in my position, in this district, if | hadreot so consistent and good

relationship with [the superintendent], it probablguld be.

For Justin, a change in superintendents from the he was hired, a restructuring
of the district office and the relationship thatdeseloped with the superintendent over
the years were named as factors in his tenure tddehas thought about what he would
do if his superintendent leaves:

It's awesome right now. It wasn’t before with thlel superintendent.

...now, it's awesome. | have a great superintendelefs awesome. We've

restructured recently and | shared that with yowur [curriculum director] has

really found her niche. This is really the nicbe tier, and she’s doing a great job
with it so | enjoy working with her, always get afpand realize | agree on
things...we don’t agree on certain things but it'sspk We respect each other.

She is awesome. We work really well together.illlsay this, if [the

superintendent] goes ... he and | are the same abeeas got many

opportunities out the private sector. He’s bedaretl some very nice
opportunities that will still be kind of in educati. With Act 10 going on and
everything else, if he goes and he leaves at 5b)'anjust going to be ... | have
no other way of being, but blunt, | am always bluhtee some of the new
superintendents out there. I'm not impressed.

Frank described the administrative team as a gndupgrew together over the
years and served as the support system that kepnleving forward in his position:

| think a lot of that has to do with a bunch ofthat all came in to start fresh 10

years ago, a new superintendent, a new high sgnoalipal. Almost all the other
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principals in the district have changed in thosg/dérs...Yeah. She [the

superintendent] and | are partners in crime. Sieyiprofessional friend, my

personal friend, my boss when she needs to beuppost when | need her to be.
| think I'm 10 years in this business mostly be@ather and my relationship
with her and the relationship | have with the peag Central Office who support
the work that | do. We're a unique bunch of peapid we get crazy ideas once in

a while.

Paul reported that his relationships with supendéants have been strong and
positive throughout his many years in the distride, too, commented on how a change
in this relationship could lead him to seek othgtians:

| think with the superintendents it's hugely im@ot. It's great to have a good

relationship with everybody because everybody baseshing that you need

whether it's the director of curriculum, whethés the business manager or the
assistant superintendent for business servicdsee@uperintendent. All of those
people have an impact on how smoothly your lifesg@ehether you want it to be
or not. | like to have good relationships with glmdy just because that's how

I'm wired but you have to tend to those kinds aigk. My belief is that if you

treat people well, almost everybody’s going tottgeaur well. ...I've been

fortunate to have really good superintendents ttckviar and if | ever get one that

comes in who we don't see eye to eye, I'll havealyrhard time staying in a

position because it's hard now when things aregyaally well to be fighting

with people, with your kids or your staff or youPAor folks in district office.

Part of it is my belief is that you were hired besa of how you think and what
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your beliefs are and what your values are. If ¢hae counter to what your

school board is wanting, again, I'll go back tolitdon't know how people can

work for people who, they don't like or who hav#etent views, so it would be
the same for all the groups.

Along with faculty and staff, principals idengfl relationships with the
administrative team, including the district offisff and superintendent as other
important relationships in their tenure on the jételationships with the school board
were cited as having an impact on principals’ vagwheir likelihood to remain in their
current positions as well.

Relationships with the School Board

The amount and type of interaction that principalthe study had with
their school boards varied by district and was domes related to the kind of
relationship that the superintendent had estaldighth the board, especially
when board members had students attending theshigiol.

Tom reported his relationship with the board arelghpport of his
superintendent in working with the board as factbes have contributed to his
longevity in the district:

... | appreciate our school board overall, ever sihaegotten here. | think

they’'ve been a very level-headed body, a groupstii@tused on the right things.

Certainly individual board members over time haagipular points of concern

that may relate oftentimes to particular staffia high school. That goes back to

that just being a challengel have to give our new superintendent credit for

taking that [a challenging board member] on in gy\kénd and considerate way.
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It's gotten better. Of course that parent’s lasidcis now a senior, so that may
have something to do with it too. It's just the wehe is. Overall, | cannot
complain. That's been another factor that's celyamfluenced my longevity
here. | hear the horror stories in neighboringrditst and rare is the [athletic]
conference principals’ meeting that | don’t walkagwcounting my lucky stars
that we don’t have some of the crazy things goimg o
Sam, too, reported an active and overall posigationship with the board and a
superintendent who viewed board relationships@snaary task of the superintendent:
[The previous superintendent] stood between theddtoard and the district.
...they were his boss and they need to make theidesjdut he did not allow
them to micromanage nor did theyvant to micromanage. We haven't had that
issue much, but he really ... he and some centraeos$taff, for example if there
is one board member that wants to get into eveokamd cranny of the
financials, that was between them and the busimaseger...our relationship
with the school board is really done through theost board meetings. A lot of
it is report based. We report everything. We havggh expectation for
principal involvement in board meetings. | have urfto six...10 to 30 page
reports every year to update them on how .program is doing, with the student
achievement reports, building security. They reveverything and so that's
where they're updated on all that stuff. Then wivensee them out, especially
here, when there’s an event, | have all the schoatd members coming.
They're all here so we see them all the time, bentit’s in a role of just them

celebrating and being part of those activities, ilsdhot part of business because
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we spend the time doing that at the board meetititgsa positive relationship I..
have some examples where...it can blur. The boardbaes have been
extremely professional in those situations anchatit been good. For example,
as a general story let’s say there’s a board methlaémwas really concerned
about something that was happening at the highatchend they just wouldn’t
let it go. [The superintendent] would scheduleadkwhrough with the principal
and himself and the board member and so we’d viatdugh. He wouldn’t put us
alone in that case so we’d walk around and we’tbgk at what the person is
talking about or have a conversation and so hedvdala lot of things. He would
ask for...so we’d get him information and he wouldldeith it. If a school
member walked through your front door and thoubht they had run of the
school he would want to know right away. I've ajwappreciated that. Not that
we have anything to hide from the school boardatiubut he really respected
that operationally we were in charge and he angbtimeipals were in charge of
the learning and to the best of our abilities @l is to communicate with the
school board members.

Principals reported that their relationships with school board sometimes
changed as a result of the change of a superinténdféhile most reported a positive
relationship with their boards, they also mentiotteat a change in school boards could
pose a scenario in which they might seek employnmeaother district or position.

Ed stated that the political aspects of schoolimguding the relationship with
the school board, were a serious concern relatagtiongevity. He discussed the

effects of the polarized political situation in thate on the district, including the effects
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of Act 10, a law that significantly changed thedacape of school operations in the state.

Ed finds that elected bodies were beginning to ntiasions he felt should be made by

educators:
That is a serious concern that | have right nowoasy longevity in this position.
We have a long-time board member who is retiringng-time board member
who has been in a couple of terms who | anticigat®t going to seek re-
election. | am significantly concerned on what tttzange does to our board. |
have seen a significant change in how our boaedgmae, how our board treats
other administrators, how our board treats teadnetse last three years...We
were a collaborative district. We are not a callabive district anymore. The
board is making decisions and the board thinkadt¥s better. | get that they're
elected and | get that that's what they're paiddo But...I think education
professionals need to be put in charge of educadioa if you don't like results,
then get rid of the education professionals. r'dihmnk the board should be
making the educational decisions and telling thaiatstrators to work at them,
and then not like the results...So if there’s a cleawgr in the board as there
could very well be ...Depending upon who is electeceplace them, that would
put a majority of the board, for the first time,ardirection that | think is directly
opposed to what I'm doing. If that changeover ¢fes) where [the board] is
telling you this is what your grading system isrgpto do, I'm uncomfortable. |
would look for a position that didn't feel that wayl’d find someplace else to

work.
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For Justin, a new superintendent’s approach thighschool board about the
participation of administrators in school board tiregs was a positive factor in his
principalship:

I love the school board. It hasn’t always beendase. There had been some ...

there had been a couple of [difficult] members dherpast, but there has been

some evolution there. | think a big part and #seson why | love the school
board, | think thinks highly of me is because bk[superintendent], because he
portrays us differently than [our previous supemdent] did. He puts us in front
of the board. We used to sit in the back seats euerybody else at the board
meetings. He brought a table ...we are in a septahle right up in front and
then we make presentations....If | talked once etlage or four board meetings
in the past, | don’t even remember. If | talkedceva year board meetings in the
past, that would be about it. Now, at pretty maehry board meeting, | have
something to contribute, something to say, whi@ntthe board sees.

For some principals, the sometimes competingipige of student needs and
interests and the needs and interests of thedlisttaxpayers posed a point of contention
with the school board, and sometimes the principaank related how he interacted with
the school board, maintaining that the needs osthdents should be front and center on
their minds:

| bark all the time and say ‘School districts wetaset up for taxpayers; school

districts were set up for kids. That’s the whol¢iow here folks, and you're all

worried about how much money we’re spending. ltat it's got to be worried

about but not to the exclusivity of everything edée argue sometimes...it's
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interesting there is one school board member #ilatrne | regularly scold them.

| never feel that way because they’ve always supddme], they listen, but | can

get a preachy way about me. | can step up in fwbttie board and say ‘Come on,
what are we talking about here?’ When board mendsgrshings like ‘Why do
we need a new ESL teacher? Why don’t those kiddgasn to speak English?’
and you have to say ‘They will, that's why we’revigig them a teacher.’ If we

don't give them a teacher how do they learn to @hmif we don’t give them a

teacher how do they learn social studies, or vgiinEnglish or whatever. You

just said that so that the whole public was listgni Sometimes if I'm scoldy it's
good for them. Once in a while they're scoldy baldkey love to harp on why
aren’t my test scores what they should be andtép in toe to toe with them any
time.

Along with tending relationships with the buildifaculty and staff, the district’s
administrative team and the school board, prinsipathe study also discussed their
relationships with those they served in their posg, including parents, community
members and the students in their schools and hesetrelationships affected their
longevity in their positions.

Relationships with Parents, Community and Students

While their approaches to working with parents wegy different from each
other, principals in this study reported positie@tionships with both parents and their
overall community. Some described great supporhfthe community and parents for
their schools and districts with a few individuabienges and speculated that this would

be true in many places. Principals who lived e ¢bmmunity reported a different
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relationship that came along with living among tistudents and parents, and four
principals felt that relationships with parents gdghallenges for them, especially when
the expectations that the parents had for the $chibered than those of the principal or
district.

Jason felt his relationship with parents was pesiéind did not pose a major issue
when he thought about his tenure in his job:

| don’t think it is as big of an issue. | thinkherently all parents want the same

thing. They want what is best for their kids.ohd care where you are...you're

going to run into different issues with parentsy Mlationship with parents in the
district has always been very good. Again, therghtipe some few little bumps,
but that's been good, very good.

Tom described strong community support for the stho

In general, also a big positive. There’s tremendaysgport for nearly everything

that we do. Individual parents over time ... And hdddhink that would be

different anywhere, it certainly wasn’t in my prischool. There might be
different issues, but | can’t believe that the@'school district where there
wouldn’t be some parents that were having an owenbg effect on the
principals, teachers, whoever.

Sam discussed the nature of communication as p#reaelationship with the
greater community in a small school district whigre single high school was the focal
point of the district and the community:

This is the bubble, they call it. Being the onigthschool in town and the school

district is pretty much the centerpiece of the towiow we go, the community



106

goes a lot of ways. Excuse me, we do a lot of ceemmunicating. | have a
weekly newsletter that goes out to the whole comtyum the whole school
community. Our website is one of the best onearatd think. We spend a lot of
time trying to communicate with the community. hhehen we have issues like
with the school climate this year we bring the camity in to help us. You get
the good side with that, but then you also gebthe side because the people that
are negative just to be negative they're a lot &ud a community like this
because... everyone’s right here. This is the thifigis is the place. | will say
95% of our parent contacts are positive. | dopérgl a lot of time in my position
fending off unreasonable or angry parents....Incdramunity...we get a lot of
alumni coming back, a lot of the parents still stagaged because they want to
come to the plays, they want to come to the game'se lucky that way.

Dennis reflected about the challenges that cammegadath living in the
community he served as principal, how he has adddethose challenges, and how this
aspect of his job has not affected his tenureempibsition:

You know, living in the community and being herdhihk | have a pretty good

sense about who they are, and you start to rethlatan the end, they only want

what is best for their children, and we may disagreout how to get there. |
don’t think after living in the community here 28ars that there’s anything that’s
going to make me want to get up and leave. Theren@aments that | will scratch
my head and walk away very, very frustrated ... amckgsarily want to sit down
and talk with them afterwards.... you set some boteddor people. And you

figure out and you learn a lot about individualsl &iow you have to act, and
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how... sometimes you have to smile and grin and ibeand deal with a lot ... of

people questioning or, you know, potentially justkimg your job a little bit

harder. Living in the community, I've become marel more aware of how |
carry myself around other people. And, you alnin@ste to get out of town once
in a while ... There are parents that are going teagrth some of the things |
do. There are parents that are definitely notgeomagree. That's true almost
anywhere.

Frank also lived in the community in which he watkand described this as a
positive factor in his relationship with parentglahe community, even when he directly
challenged existing practices when he took deltieesteps to distance parents from
school operations:

I’'m just being honest.l.moved all of the parents largely out of the opieraof

this school. We used to be site-based managedadea kite council and a PTO

and parents in and out of here volunteering quiig.aVe disbanded the PTO, |
disbanded the site council, | stopped meeting thighparent groups, | don’t hold
coffees or any of that kind of stuff. Parents sigrthey wear a visitor’s badge if
they come to the school. Parents have found walge tocredibly useful to this
school as a result, because their brains arendagetyby ‘How do | manipulate
the system to serve my kid?’ any longer. Becausganent...sorry I'm one too, |
don’t generally walk into my child’s school andrtkiabout how can | make sure
the kids here get a better education, | think abowt can | make sure my kid’s
getting a better education. My job is to look curt Kids, theirs isn't; theirs is to

look out for their kids and their interest. So vesé a [band support] program
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that’s all parent run, we have a Drama [parent gjthat’'s all parent run, we
have a booster club that’s all parent run; it'sufeed to what their kid is most
interested in and they are out of my busine&, they run prom...l have a
wonderful relationship with the parents in this ¢oonity but I'm one of them.
Nobody has a problem with when | make a decisioconhmunicate it, and if
they've got questions they call me and they knosyttan. | say to parents all the
time ‘My door is open and my phone is open, call.héon’'t have parent issues.
For Scott, who also works in a community of paremvit® expect to be

involved in their children’s school, nurturing retaships with parents in the

community was critical to his tenure in his positio
It's really important to have their support forstis a very active community.
Sometimes some of them are too involved, the halezgarent. We've got a
squadron. By the same token that support, forntekrs and for doing stuff for
the teachers, the parent-teacher conferencestaleyre with water and snacks,
wheel around the cart. Most of them want the kiddo well, and most of them
aren't helicopter parents, and if you call homey wall get results. They are
concerned without being overbearing...it's importarttave your key parents
who you can call on if you need someone for congmitir just to be that voice of
reason. Somebody who is respected with the patenmunity, so it's important
to keep that good relationship with the PTO or h#reése principal chats; I've got
my moms, getting the word spread about somethiegrén going to do it, and

they're going to do it in a way | can't. It's innfamt to foster those relationships.
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While Brad recognized that perspective was @itiec how relationships with

parents are carried out, he admitted that there tumes when he became frustrated by

parents who sometimes expected their studentshiewacat high levels without putting

forth the necessary effort:

| would always like it to be better. It's inteiegt My assistant principal Just

superb. She sees it as much better here tharebes i [her previous school

district]. My reference point is [a private schipaind I truly tried to avoid a

judgmental thing .there's a temptation. When you meet with pardrasjust

don’t seem to really invest or want to reinforce expectation for kids it's

maddening. | think the most frustrating meetingsve here...the ones that

frustrated me the most are parents that want wweang talk their kids down from

expecting to be challenged and pushed.... Parentslovit expectation and/or

low priority; you're buying your kid a cell phonadayou put them on birth

control pills, it’s like "I'm just going to [takéhe]... path of least resistance,” and

then you're ticked off at age 17 that they're nstiglined, have no self-control,

and aren't prepared for college.

Principals in this study identified work with anaf fstudents as the core of
the work that they did. They valued the time theye able to spend with
students, the focus it brought to their work, aamdénted what they viewed as an
increasing distance from students as their temaeased.

Scott viewed students as at the forefront of higsilen making when

considering the impact of decisions he made ostingents, “What's good for
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kids — that should always be the litmus test fargthing you do; is this good for

kids.”
Brad reflected on his relationship with studentses grown older:
It gets more distant, how busy you are with cultoy restructuring and
transforming schools, our campus renovation projéthink it's inevitable for
almost all principals over time, you gradually havitle more distance from
student contact. It's not a night and day thitiga matter of degree. As you get
older you know that that the kids view you diffetlgribecause you're not a 35-
year-old principal, you're a 50-year-old principatd it's not good or bad, but it's
just different. Still, I really do treasure, | tlado value moments when you have
teaching moments with kids, and as a principabiten on the life choices and
behavioral and the big-picture decision-makingéssuSometimes it involves
tears, sometimes it involves the police, sometiiiesolves a really happy ...
getting a scholarship and nobody in my family ediel; but there's less contact,
but | can say that | still really value. | feelggbon days when I drive home and
I've had a meaningful connection with a young perso
For Dennis, his longevity and residence in theridisprovided a unique

vantage point of students, since he has known roathe students in the school

for many years growing up with his son. He spdkeud the relationship that he

has had with students over the years and howeéingorced at times he may not

expect:
... i's interesting to look at this...class where noynss ...and know these kids

from when they were so little. And see how eacthefn has changed and to have
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the opportunity to see them grow up, and also thgir parents as well. We have
great kids. It's probably one of the most consisthings we have, are the
greatness of our kids and the daily laughs, chags, whatever ...that they can
provide and seeing them achieve, and seeing themcawe adversity... | mean,
they're kids. You expect that they’re going to reakistakes, so ...you can't
really get up in arms and say, “Oh my gosh, ourmamity’s going to heck. Our
kids are horrible.” They're just kids. They'repposed to learn. We're supposed
to help them learn, and redirect some behavioerdlare a couple that are highly
frustrating. You know, that are super slow burmiogkets, not even close to
getting off the launch pad. But...it's interestig.tyears later...see somebody
that you had, maybe had some tough situations .wiind to have them come up
out of nowhere ...and still remember who you are ...say “Thank you,” or
whatever it is, and understanding that we can gst @ difficult time, and then
move on and still be okay... |look up at all thpsetures and come up with a
couple up there. Oh, | spent more time with sofrtbem than my own. By far.
When I... look at any of those, there are some kmthere who | certainly put
more time in helping them get through high schbahtmy own ... You know,
some have navigated the waters really easily. iStheed a little more push.
Frank described his relationship with studentsramary to his tenure in the
position, describing himself as a “kid’s principal”
In this place | know the kids, the kids know me &dadn’t pull punches with
them. So they haven’t been picking up their gagb@gwn in the cafeteria, and

we have this popular area to eat and it has higle¢aand high chairs and the kids
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that are upper classmen they eat out there andith@t pick up their garbage. So
| told the head custodian today ‘Take the chairayawo the kids come to lunch
and nobody’s got a chair. | come in to the cafatarea by this balcony and I've
just got this big old smile on my face. I’'m loogidown and I'm coming down
the steps and I'm smiling at everybody and thegallAaaagh’. And | said
‘What?’ and they said ‘You had the chairs takenydidn’t you?’ and | say

‘Why would | do that? Because somebody’s not pigkip their garbage?’ and |
said ‘It makes sense to me, does it make sensautgyys?’ and they say ‘Yeah,
but it wasn’t us!’ | said ‘I know it wasn’t me egh but those chairs sure did
disappear didn't they?’ ‘So what's next, | suppgeg’ll take the tables away?’
and | said ‘Yup, and have you in the freshman eaif@t'Okay, okay, we get it.l.
bet you | don’t have to spend a week with thosersigpone and we won'’t have a
problem anymore. Meanwhile the first thing | didemhl took them away was
walk right in the middle of them and say ‘Here |,ago ahead'.

He goes on to describe why he finds this approacbhessful:

Rule number one in the administration; show up.aBse if | wasn'’t there they
could all do the [complaining] all over the placew they know what the story is,
it is clear. | could be a superintendent | supptsenot going to do it; at least
I’'m not going to do it right now, because | donamt to give them up. That plays
a huge role on why I'm here every day. | love ttadfdere, | think they do
fantastic work, they work their tails off and I'dippthem all a beer if | could. | see
how hard they work and how much they care. | dshtw up every day for them,

I’'m happy to help them, I'm happy to work with themtil they don’t do
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something for kids and then I'm the first one tmton them. My christening to
this place was take care of the kids, not take chtiee teachers. I'm a kid’s
principal not a teacher’s principal.
As with Frank, Justin placed students at the cbresowork in the building and
described the time that students are in schodiebest time of the year for him:
| love the students and that's what makes me fitrat's what ... | remember
when my... principal and | was an associate princigak first year he said, “Do
you realize that you are a different person inginamer...at the beginning of the
school year of the second year, he said, “You kri@ge this enthusiasm. That's
great enthusiasm coming out of you."l.thrive on the students... | love being
around students; that’'s why I'm coaching my daugéteub volleyball team,
starting a club volleyball team and it's not just her, but it’s for this group of
girls. I've always liked being around and helpargd working with young
people. It's just something that from the time wheaught swimming lessons
when | was in high school, I just knew that thisswehat | wanted to do. |
wanted to be around young people and help pedpiat’'s where | get my energy
from and | know there are some adults that doké Walking through the halls. |
can’t be any of that. | enjoy more, getting bumpealind the halls with all the
kids and just interacting with the kids.
Principals in this study cited relationships withuamber of groups as a critical
factor in their lengthy tenure in their positionBhey valued and respected the
relationships they’'ve developed with their facudtyd staff, the district's administrative

team, the school board, parents, community andestad Within the relationships
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they've developed with faculty, staff and admirasitre colleagues, they also identified
collaboration and trust as two factors that infleeshtheir decisions about remaining in
their positions.
Collaboration
The presence of a collaborative culture in theostHistrict emerged as an
institutional factor that contributed to the pripals’ decisions to remain in their current
positions. Principals in this study reported tthair districts were committed to
developing collaborative cultures between and anamimginistrators, teachers and staff.
The positive relationships that have formed throtigise collaborative cultures were
important factors in their decisions to remainhait jobs for longer periods of time than
most high school principals today. They citedatmbration with the district’s
administrative team and teachers in their buildiagorimary to their decisions to remain.
Tom discussed the movement of his disémd his school toward a collaborative
culture and how this movement provided a positwa@renment in which to move
forward within his school:
Slowly the culture within the district, as far asould see, changed to become
much more student centered, much more collabordtimean, amazing
difference there. Collaborative in its broadestsgeof instead of separate schools
going about their business as best they see fats twest serves their particular
interests. We're looking at this much more broatig going about it across the
district and then try to bring that home within dwilding. We had the same sorts
of divisions departmentally here and had to breakrdthose walls. We had some

pretty harsh divisions within departments. Thereenelks quite frankly that
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weren’t capable of working collaboratively. A Idtadynamics at play but it was

really gratifying to be a part of that whole moverhand then to have the lengthy

tenure [of the superintendent and curriculum dodct and the building level
administration being fairly constant throughouttttiae. It did, as the research

suggests and | totally agree with that. Five yaaiteast to kind of really make a

difference and sustain it. We had that and therestonneally make a difference.

Even though certain folks have left, there wereialper of positive changes that

did become institutionalized, so we benefit froratthow as we begin to focus on

the revised focus plan...

The interactions and relationships between mentfdaie administrative team
played a large part in the lives of high schoohpipals and their career decisions. When
discussing their district's administrative teamnpipals were quick to point out that their
work with other building administrators was as irmtpat to them as their interactions
with the district office administrative team. Talility to collaborate with other
administrators across the district provided suppnd encouragement to principals.

For Ed, loss of some of key relationships waacholr that would lead him to
consider seeking a new position:

One of the things that concerns me, and maybenftdiouch on it [before]. is if

others left. We have a really good middle schawigipal who | work very

closely with on a number of issues. | know howselbe got to leaving, and |
think he should have left. He thinks he shouldehlaft now, he didn’t then. If he

were to leave, how he would be replaced would lareal impact on me
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because..he’s doing a great job, and he is a great resdoroee and to our

teams of kids. A change there could go poorly.

Jason also stated that his relationships with adinative colleagues were
important and wished that collaboration aroundrdisissues would occur more
frequently with the entire administrative team:

The vast majority of it is good. | just wish we wegetting [together more]... for

instance; we have a double-digit district-wide [gpkeducation] population.

Why we aren’t as administrators getting togetherexaften and talking about

how we are actually working with those kids, | ddkniow. We are not data

driven enough between buildings and district offree We need to be. Let’s go.

Come on. If  am going to go back and push on pecel ed staff to do things

differently, | need to know exactly how that is pared here. Is there a direction

here? If we say we're inclusive, what does thallyenean? Are we really doing
it?

For some administrators, collaboration around issig@rofessional development
for the administrative staff provided significaratlwe for them in their personal and
professional growth.

Tom stated:

Well a lot of my professional development is déneen the administrative group.

As [other administrative team members] are reallicimbigger readers than | am

of the latest and greatest literature, they haes lggeat about sharing things in

ways that | can consume them without spending ardinate amount of time.

That’s probably influenced me professionally mdrant anything else. We’ve just
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spent two days in a...mentoring workshop. Thereangimenal professional

development around that. I've done six creditsazfahing certification.so most

recently that's been some of the more formal thihgsl've done. A lot of it is

driven by what we’re currently contemplating in gorction with our work as a

district.

Paul, too, found that professional developmentestdbd in the collaboration of
the administrative team provided value to his glgwas well as that of the organization
as a whole, and spoke of support for his developrinem the people around him as
“very encouraging”:

...We do book studies as an administrative team’rg encouraged to present and

go to conferences. There is a constant shariagticfes that go back and forth.

Having everybody on one campus here is really ssbig for us, because we

work so closely together. Now we’ll have an adsiirative team [meeting]

tomorrow and we have it every week, so we're togretivery week for 2 %2 hours
on an administrative team. There is a lot of msi@nal growth that goes on just
from those meetings. It's organization. That coffnes the top, as well as it
comes from the bottom. There are always peopleavbdooking to do things
better and differently.

Teacher leadership and collaboration were evidetite districts in which these
principals worked. While most of the work thatdkear leaders did was centered on the
improvement of instruction for students, some ppals identified unanticipated growth

for others as a by-product of this work.
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Dennis described leadership team work that ledmddmental changes in the
ways in which teachers worked with each other aitld administrators to improve
instruction:

We also brought in professional learning commusifieobably about six years
ago now. As a way to have our teachers really watk each other and build a
sense of how to help kids answer those big foustimes and drive to become
about the learning and not the teaching. That basldmentally changed the
Wednesday release [for professional developmeat,rkally changed what our
teachers are doing in the classroom to push fornomm assessments, both
formative and summative, and getting to speak Hrejuage and getting people
to understand that they may have to re-teach beddds don’t understand. The
mindset that just because I've taught geometry3fbyears, you know geometry
really, really well, but the kids sitting in thegkeare learning it for the first time
so | think that's a change.

Frank spoke of how teacher leadership and innavédtave contributed to his
own professional growth as well:

One of the things that’s really cool about an acgdeenvironment is a lot of

times my professional growth is driven by peopleuad here. These guys

become good at doing flipped classrooms or Googlgs/or whatever. | have to
go learn. They have driven me to places | don'tvkadout. | mean | don’t know.

| wasn't a Twitter fan and the staff here was sgymme, “We need to use

Twitter to communicate to kids and kids didn’t evemow they needed to use

Twitter to communicate with one another. Teaclsexs the possibility of it and
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they set it up and all of a sudden, every kid is Huilding cares less about their

Facebook account. They are more interested in Tivaiter account. We send out

all our announcements that way. We send out eviegythat way. | mean it's

gotten to be the mode of conversation or the wagoaimunicating. They

[teachers] drive my professional growth a lot beeaihey’re doing things | don’t

know about or talk about or think aboutThen they’re kind enough to invite me

in once in a while to be part of their learning.

Sam attributed the collaborative culture in therdisand the large leadership role
that teachers and other faculty members and adin@itoss played to preventing issues
with parents that would otherwise come his way:

The APs do a great job of that [intervening withgras]. My guidance

counselors do a wonderful job of that. The greatgbe in their classroom are

communicating back with parents and not lettinfgster, giving other people a

heads up so as the issue might progress througlanke everyone is kind of

aware of it and so when it gets there you know tmwaeal with it. That’s not
gaming a parent. That's more of just providing @service | think. People

would be surprised probably how much of that getsé because my staff does a

really nice job, and | set that expectation of ddck it up to me. Deal with it.

You could ask me for advice and things like thatdiue them an answer. Most

of them appreciate that because they like to biegsmnals also and know that

what they say is going to be supported so | thivat's really created a nice

situation where parents are getting really goodiser
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Teacher leadership and the leadership of theistasgiassociate principals were
cited by principals as benefits in working in theirrent positions. They offered
examples of how the leadership provided by theichhers and associates allowed them to
pursue additional education, take on new dutiekendistrict, or prevent difficult
situations with parents.

Frank stated that the ability to work with a takshteam over time provided the
base for leadership development in the high scheadlership that is shared across the
district:

We've got it pretty magical right now. The middkehsol principal is one of my

former assistant principals and we’re very close.a$sistant principal was my

assistant principal here; the principal at onéhefeélementary schools was my
assistant principal. And the assistant principara of the other middle schools
is one of my former teachers. We’ve grown a loteaflly powerful leaders here in
this building. That plays a big role.

Brad discussed his role in mentoring associatejpats over the years and how
he had been able to pursue additional educatioausecof the work of his current
associate principal.

...I've have a lot of really positive folks I've woekl with and I've now worked

with or | have been supervised too eight, nine a&sistant principals. The

woman that | have worked with these past threesyeare is just tremendous and
just gutsy...brings so much to the position. The faat we are from different
backgrounds and different ethnicities and all #watl of stuff is a nice bonus. |

don’t think it's accidental that in her second yhare last year | was able to give
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some time and attention to working in a cohortc@irse, | brought so much

back to my role and improved my focus on lookingaia more effectively;

looking at organizational patterns and it's goodtf@ organization... I'm getting
ideas and reflection from other practicing admnaigtrs that I'm bringing right
back on Monday morning.

Brad also shared how the work that he did in mémgcand supporting
professionals in his building formed the base éaders ready to step in when he decides
to leave his position:

| guess when it comes right down, it's that growttihe personal growth thing

and the readiness of people around you, there'stbamg you should do too. |

was able to have my assistant principal at [my ipressschool] who was a dear
friend of mine, assume the role when | left, thatsool thing. He did a couple
things differently than | did, and that’s how itosid be, but fundamentally with
the same values...| have an exceptional assistaatamel when my time is done
and if it was the right thing in her decision makio step in I'd be thrilled. one
of the things that | always enjoy in this professis you like seeing kids grow;
you like seeing teachers grow, and part of thegg®gou see leaders grow too.

There are at least three people right now who .uadlgt ..four that | can think of

directly that I'm trying to support in their growdls leaders. The readiness factor

on their parts, it makes me think about, "It's ok@jet go and do something
different, because this person is ready to roll"

Paul spoke with pride about his work with theocasste principal, a person who

brought another perspective to the leadership taahe school:
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...and my AP [assistant principal] is really goodeBwhough you think you're
really alike, if I'm off base she’ll say, “I donthink we should go there.” She
was a teacher who we moved into the dean of stadel&, who we moved into
an AP role, so this is her third year as an APvWisé beyond her years and it's
good for me to work with a female. She has diffiennections with people in
the building that | don’t have. I'm a former coaaid a jock and those kinds of
things. She is in many ways the same way, bualdtehas different connections
with different people in the building that maketkfofeel comfortable going to
her. | get to know the kinds of ins and outs of saoups of teachers that |
might not have known with other people in that posi

Trust

Trust was cited by many principals interviewed &sitical aspect of relationships
that supported their tenure in the district. Thpgke of trust with and from the district
office, trust within their buildings and trust wigarents and community members as
areas of focus. When speaking of trust with andhfthe district office, principals felt
most supported in when the district office providiection to the building principal and
school but also extended autonomy to the prin@pdlbuilding to carry out the direction
of the district in the manner that the buildingfistleemed most appropriate.

Principals found direction most helpful in acaderieas, where the district
needed to have a central focus; they valued autgmonhe ability to hire faculty and
staff members for their schools.

Direction. In his ninth year in his position, Scott was woikiuith a new

superintendent, a superintendent who eliminateditivertainty about direction and
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expectations that he felt with the prior superidiamt, energized him to move forward in

the building and brought confidence to his wore related this new energy to

welcomed direction from the district office:
That's [my relationship with the district officehanged so much. It's really
exciting right now; so far I'm really enjoying myovk with [the superintendent
and assistant superintendent of instruction].juss so starkly different than it's
been, and.l've been in the district long enough... [The pregicuperintendent]
was always a hard one to peg...I don’t want to say's.not that | didn't feel
supported from him, because | did, but | was neuge sure of exactly how he
stood on things, and so far with [the new supenidémt, it's very clear. He's
explicit. [The previous superintendent] was mdrécalled him, he would be
like ...calling him was like talking to Carl Rogeesd | said this explicitly to [the
new superintendent] last February when he got hit¢el said, "What do you
need from me?" | said, "If | call you because hévgour opinion, | want your
opinion, please don't go all Carl Rogers on mest yant to know what you
think." For me, | have such a degree of comforgléhis year than I've had the
previous years, because the leadership style ishatevorks for me. That's what
| want. Just tell me what you want... | think thaise leadership in the District
has a profound impact on how we operate, becayseiife not sure where your
bosses stand on something, and they don’t makeait even if you ask them,
you're walking on eggshells, and you’ve got thatantainty in terms of your
actions, that'’s the stuff that keeps you awakagtitn | don't feel that uncertainty

this year.
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Dennis credited the school board indmssrict for providing more explicit and
consistent direction to the district in the formaghievement goals that affected the
manner in which he led his school in a positive way

At a school board level one of the positive charfggssbeen a consistent set of

goals. ...in those first, five or six years that Isneere, the goal set forward by the

school board or upper administration tended to ghamar to year. For the past
couple of years the district goals have relatetth¢osame four things...to the

ACT, participation in AP or upper level advancedirses, growth on MAP

testing and proficiency levels on WKCE. Those aghimeent measures have been

set our job along the way has been to continualiyaace towards them. They'’re
set at what | would think a high bar. If you neédf@r the ACT, that’s a high bar

— stretch goals. We don’t have to get there ina et we have to continue to

make progress. One of the positive things | thinokf school board level is that

those goals haven't changed... Our goals along thehaae been the same. The
action steps underneath might focus more in litgrdifferentiation or whatever it
might be, but our end target is the same.

Jason felt that more direction from the distrid¢ated to academic goals for the
school would be helpful to him in his role in wargiwith staff members to set goals.
On the other hand, he also recognized that alottyexipectations and direction came
responsibility for meeting the goals and the pabksilof employment instability if goals
are not met:

| am a person who likes that. ...1 would prefer tarban environment where they

are saying, “You need to be here. You need tdbeeet” | guess maybe a little
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naively again, | say that | would prefer that, then if | went to someplace like

that or we had expectations and we weren’'t medtiag, that means we either

got to cut the mustard or they're looking at sontbelse to come in and lead... |
think a lot of us could say if we are not doing @lr they should find somebody
else, but when it comes to paying grocery bills ahaf that kind of stuff for

your kids and family, it's a little different. Mag a little naively, | enjoy that. |

like that challenge. It really gives us #&angible goal for staff members so they
don'’t feel like, “What are we actually doing heré?everybody on board with
this?”

Autonomy. Principals interviewed described a high level dbaomy in their
administrative tasks, especially in the hiring @@ffs They viewed the hiring of staff as
one of the most important things they did, and ionghich they took great pride.
Several principals recounted how autonomy in higtagf members was not automatic,
and discussed how the culture of the relationshtgvéen the district office and the
buildings had to change before that occurred. Qtivere given this autonomy from the
beginning of their tenure.

Because Paul served in his position for over 20g4ene had been afforded the
opportunity to hire most of the faculty in his llilg. He found that being able to hire
the people he felt best matched with the goalb®building has given him the ability to
delegate some of his responsibilities, sharingdestdp at the same time:

I’'m probably...in the top ten percent in terms ofsnexperienced. In the

building, there are only probably four maybe fiea¢hers that | didn't hire.Y.ou

hire people basically who think like you, | meamnuyaow how it is when you're
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sitting in an interview. You're listening for cairt things and if you don't hear

that you go, “Oh, | wonder if | can get that outlois person,” if you really like

them, so the more people who are like minded ...tbeengou're...willing to
delegate.

Sam, who had hired at least 65% of the teachersihuilding, discussed the
impact that hiring of staff members has had orbhi&ling, appreciating the autonomy
that he and his building team have been affordedarhiring process:

...I'm really proud of the hiring that we’ve donespent a lot of time screening

and coming up with the right people to put in pleaosd | would say that I'm

really proud of, and | think | have a good eyelianging the right people in. It's

not hard to attract people... We usually get a prgiod list of people in our
human resource department, [and are able to] ir&ést person not the cheapest
person...l have that going for me... | would say weYael about a 90% success
rate of someone where they just were a star rightya Then when they weren’t
stars usually they’re one and done with usWhat happens is the interview team
does its thing, and we push forward a number ondidate and then one or two
who we could live with. That's not saying, “Ohiglally don’t want to hire them
but we could live with them.” It's more of, “Welde good with this person.”

Then | personally do all the reference checks,thad | make a recommendation

to the superintendent. That's how it worked witie[previous superintendent],

but he never let it die at that. He would [intewieach candidate], ask pretty
nontraditional questions and just get to know thémvould say 95% of the time

he thought we did a really nice job. There weoeaple of people that he just
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didn’t like, they said something wrong or they ..ddre just said, “Go back, this

isn’t good enough,” and | appreciated that todatttme. | do get, for the most

part, final authority. This year we got a new parsow, but | got full authority
and I've hired ... since we hired late summer wechoar new AP and then we
hired the new social studies teacher, and I'vefulduthority...

Tom recognized that the autonomy entrusted in bilmre faculty members came
with the responsibility for follow-up action shoulde hire prove not to be what was
anticipated:

| would say [l have] essentially complete autondioyhire staff]. The district

office influence has been to continually remindldhag level administrators of

the importance to hire folks that we are goingapily embrace for many years.

If we fall short of that, then [we need to] to toyintervene from a supervision

and evaluation standpoint sooner [rather] tham.|fitee] been well-schooled,

influenced on that front and work harder than gwdry to find the right people,
knowing that the success of the operation resgebamwith them.

Justin explained how the district changed dramiyiaaits approach to hiring
from the time he was first appointed principal, hoevolved from a district in which
the high school principal had no part in the hiraidaculty members to one in which he
had almost complete autonomy in the process:

| can remember having conversations with admiris&ataff when | first came

here and | think about it now, | was somewhat bmaa&d naive when I'm

engaging with the superintendent and the curricudinector over who we should

hire and I'm really pounding my hand on the tabtaey were hiring somebody
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because they went to this school and their paagets this community versus
hiring somebody because they could be a good &sset school. It was totally
like I couldn’t understand why we would be hirifigst person; the other person
by all good counts was going to be a better teaghdithis was going to be a bad
teacher but | was totally overruled...Back then, ti tgosit on the interviews but
the curriculum director did most of the hiring asuperintendent sat in on every
interview...The principals didn’t do interviews it w#he curriculum director and
superintendent who did the interviews and the goadaidn’t have any
involvement. Before | came in, before | got hén@as told here’s your staff,
here are the new teachers. Then when...l came ikjngleof pushed to say we
want to be [involved in hiring]...the person who vias superintendent had been
the principal and thought that he should’'ve be&wolved in the interviews when
he was [principal], so he said fine, | think theépipals need to be involved in
this. Now it's my role now, it's the principal...tleairriculum director has very
minimal roles in the interview process. We bringohe or two candidates after
we’ve done everything else and then we ask for thiessing more than anything
else. We pretty much make the decision or at leasbw it down to those two
candidates and then we involve that group buuitisnately my decision. They
give me their input but it is ultimately my decisiovhere that was not the case
back, like | said, 20, years ago.

Justin viewed the autonomy afforded hirthe hiring process as beneficial to the

school and its academic program:
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| believe it's because we really put a lot of tiared effort into it and don’t do the

good old boys network anymore. ...how we do it newnuch more extensive,

we get people involved we do a lot of other thing¢e have them come in and
teach a lesson for us and...so we get a real sengleatbfthey can do. | think we
are bringing in much higher quality [of teacherfldhat has had an impact on
student performance.

As principals valued the trust afforded them byirteaperintendents and other
district office personnel, they also appreciateat thust was an important factor within
their buildings. Teachers must be trusted to irmelet the identified curriculum, and the
principal must be trusted to be open and honesit tvé faculty regarding expectations
and follow-up.

Paul stated:

If they can't trust what's coming out of your mquttnether it's good, bad or

indifferent, | just think you're sunk. You justueato let people know what's on

your mind and it doesn’t always, it should neveirba negative or a

condescending way. It can just be, “Here's winatskeing. What are you

thinking or what are you seeing?” So | think thiatienship piece with your staff
is really important.

Brad shared that he viewed trust as a recipretaionship, one that if broken
would give him reason to seek another positionldyic

| fundamentally like to trust the people are daivitat they should do, and | think

they trust me for the most part of it...integrityailsvays ... | can live with almost

with any other criticism; | can't live with the idehat would ever compromise my
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integrity or sell somebody a bill of goods. Ifddfelt like | was at a point where

| lost my faculty and staff I'd have to move onakly.

Tom shared that the district’'s expeactet for the building leadership in making
changes in the instructional program include autono determining how much and
how fast new initiatives or changes in practice lddae implemented at the building
level. He credited the ability to customize thglementation phase with the success of
the implementation of the goal setting work of gnefessional learning community
model (PLC) in the district and the initiation obrk to examine the school’s grading
policy. Inturn, he provided the departments aaits in the building with the autonomy
to carry out the work, discovering that having aatmy for instructionally based goals
increased collaboration among faculty and led tokvem more substantive issues:

...we did embrace the idea of having smart goalsitaglve us...an initial

framework for articulating improvement goals thatuld work in support of the

focus plan. Yeah, it gave us a fair amount oflialé, at both building and further,
at team or department levels. We went about timalt really the bigger... In
retrospect what we learned is more important thargbals themselves, was
learning to work collaboratively. ...We went easy o weren't like saying

we’'ve got to do this...We left it open-ended, and tieve people choice and a lot

of them really probably chose some safe goaldah af instances, but nobody
had the option of not being part of that proces®riody had to account for
reporting. | would bring in all of team leadergsthe board, so there was a fair
amount of accountability with that and eventualipast everybody got on board

with that. That was a really positive developmémen once that was established,
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then we started taking on more difficult thingsligrading policies and that sort

of thing. Even though that was a tumultuous expegethere was enough

stability and strength in the foundation...The Diogaif Instruction was good

about not insisting that we adopt every single pofrbest practice. When, nearly

if not all of your teachers including your very bpsrformers, are adamant about

a certain thing even though the research may stugggghat’s not necessarily

the best way. We weren’t going to push all... | wattday it's perfect but |

would say we did clean up a lot of things...

Theme Two: Balance

The need for balance within the work environment between work and family
was cited as a never-ending struggle for the gralsiin the study, although those with
the most seniority in their positions reported @uaed concern about this at this point in
their careers as they developed strategies to ssltlie ongoing issue. Balance between
the managerial and instructional expectations efigh school principalship emerged as
one area of focus; balance between work and fawaly another.
Balancing the Demands of the Job

On the job, principals identified balancing the méacets of the job as a primary
issue in their work. Specifically, they grappledhahow to manage the building
effectively while identifying and focusing on thimghey believed to be one of their most
important roles, instructional leadership. Bragressed the sentiments of most of the
participants:

| think it would be a pretty common answer...stayiing core academic process.

That includes time to be in classrooms, time toehaeaningful meetings with
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teachers, and time to monitor and use assessm@anrmid stay in that cycle of
how are kids performing, what am | seeing in tlessfooms, what am | hearing
in faculty meetings and how can we keep improviregdcademic product?
Dennis shared Brad’s belief about the core missfaacademic progress when he
discussed the multiple facets of the position wirjeng to focus on the critical ones:
There always seems to be a new initiative andgett added on, and we don’t
ever seem to have anything complete or it gettakle so, bringing those
forward and then trying to keep people understapdihat we're doing and
happy about being here and thinking about the eaosmature of all the things
we’re trying to do. Keeping people’s morale upttigg things into place, making
sure the emphasis remains on student learning @naecessarily the additional
workload, and trying to always go back to why welm@ng things...
Balancing the Job and Family Life
Principals in the study reported that their attetogind balance between work
and family was an ongoing work in progress for thespecially related to the number of
activities that occur in high schools.
Dennis’ comments reflected those of other partitipa
...very easily you could get wrapped up and do thilsgnd neglect other parts of
your life right away. The other piece is outsigkst trying to have some sort of
balance. The most challenging piece is understgntiat you still have to allow
time for family, or for friends, or ... seeing youdk, doing stuff with your kids,
not always being away from home at night. Realdly, four and five nights |

could always go to a school event somewhere. Aed trying to find the
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balance with that. | could come in on Saturday$wark all day Saturday. |

could slip in on Sunday and work all day Sundayl siill probably never, ever

be where | want to be. So trying to figure out véhter draw that line is a

challenge as well.

Brad shared:

...you recognize that there's a cost to every chanckthe cost sometimes is in

relationships and personal wellness, and | turrielhd& month and you'rereally

touched by just people acknowledging that, and lgeldpaven’t seen in forever.

| don’t like whining about being an educator, ardbh't like it when we do that

as a profession because there's a lot of touglegsimins, but.it is a hard

position to manage your time...and on any given figgu had enough hours you

could meet with every faculty member and still fioish the business you want

to finish and answer all their questions. You oaet with every parent in your

school, and still have unresolved concerns or id®as then the people in your

personal life that matter to you, whether it's yohitdren growing up or parents

aging. That part of being a principal and the tsgind the school events that you

want to be at, but you also know you're makingeudfts with your personal life.

Scott expressed that he found a paradox in theatations put on high school
principals relative to family and work:

People have an unrealistic expectation of whatcgais should do, and where he

should be, or she should be. We survey a lotisdistrict and ... | remember

seeing a piece of feedback from last year's pdraumtgey, "The principal is not as

involved as at the middle school. [The middle sthwwincipal] was at every
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concert.” I'm like, "That’'s because at the midstteool they only have four
concerts, and | could do that in a term/ doesmh&coming, and [the middle
school] kids can't drive, and you know, it's insafie virtually at every home
football game, | missed one this year. I've misseel home football game in 11
years.... My step daughter is graduating from colldgewinter, but I've got to
be at a concert that night. There's this paraddkat people want their principal
to be a family man or lady, because if you're aifjaperson you can empathize
with them, you’ve had kids, and it's made a hudierince. | have a son in grad
school and a son in college and having shephehaad through high school,
gave me insights into what these parents werengikbout, so it was helpful.
There's the paradox, they want you to be a fanghggn, but they don’t want you
to spend any time with your family, because theyagk want you to be paying
attention to their kids, and so yeah, did | missoswts and games for my own
kids over the years because | was at concerts ameghere watching other
people's kids. | think it's unrealistic, and Inkithat’s one of the things that lead
to turnover as well. In terms of my family, | glivorced a few years ago, the job
was not the reason why | got divorced, but thehjelped create the environment
in which things degenerated to the point wherenteriage ended. I've been
married ... I'm a little more protective of my tintean | used to be. ...I'm more
jealous of my time with my loved ones than | wageseor eight years ago,
because then it was, "I've got to go ... I've gadachis, I've got to do that,"” and
now I'm more like, "You know what, I'm not goinglte at every event....We

split up the basketball games, we split up theldalbgames, we are usually all at
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homecoming and prom, and that's sort of thing. opbe notice it, if you're not

there. As | said, it's this paradox, they want y@be a family man, but they

don’t want you to spend any time with your family.
Personal Health

Principals also noted that the requirements ohtghk school principalship had an
effect on their personal health and well-being, sinared their struggle to maintain both
their professional responsibilities and their Healt

Ed pointed out the month of May as a time thatdwdd not find a way around
neglecting his own health:

| know that in the month of May, | am not goinga® home much. I'm not going

to be able to take care of my body physically tlay Wwought to. | do not get to

the health club as often as | should in May. hdbeat as well as | should in

May. | do not ... I mean, | know that it's goinglte a pain in the butt of a month

because of the number of commitments | have outdfidermal hours...normal

hours for me. In May normal hours tends to be splaee between 6:30 a.m. and

10:00 p.m....

For some principals, long tenure on the job cantk wflection about their own
health and its relationship to their work. For &rthe death of a colleague’s spouse and
his own father’s health issues caused him to taldut the time demands of the position:

The wellness thing has been tough, I've triegté@mmit to that this year, and
much more than | have in probably, at least sevenght years, so again the only
regrets | think involve just the regrets that weédia . about mortality, in general.

I'm investing my time and energy here, | am leds &bgive time and energy to
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other things, whether that’'s my own wellness, myifg, friends and associates
from over the years, | was horrified to find owstlanonth that my first boss...six
months after he lost his wife ...It's those kindlahgs, where all of a sudden, oh
yeah, my kid is moving on in life, or my dad isgding to be here much longer,
or maybe won't be, and then you feel yourself at fflace and that frenetic high
school life reality, because right now I've got M&ional Honor Society tonight,
we have the Board Meeting Tuesday night, Saturdayimg is a district
visioning session. There's usually three chunkeek that are above and beyond
normal work hours.
Responses to Managing the Job
Participants in the study reported that theyzedi various strategies for
addressing the time commitments that were patt@high school principalship. Many
of the men in the study deliberately adjusted thelredules to attend to family and
children. Frank shared his typical schedule:
| do spend a lot of time at my job, but it's nobgs, I'm not doing 80-hour
weeks. Most weeks | do 60, | show up here at @38e morning but I'll leave
today by 3:30 to get my kids off the bus. If | dbgét all the paper work done
here today I'll be back at 8:00 and I'll stay uri):30 and do another two and
half hours at night when | can do my work bettdraflis manageable, we have
dinner together, | run to all the practices, | rawéss a robotics meet; I'm part of
everything. | have two assistant principals that'dbave any children and one
who’s an empty-nester. | look at them a lot and‘Ban running, you're dealing’

and they know it. When his [the empty-nester’'sskieere here and growing up |
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did it and he ran. When, if they stay here, theyehzhildren and they need to I'll
do it, do you know what | mean? We split thingspugtty evenly. | don't hit
every concert and | don’t hit every basketball gameé don't hit every tennis
match, it’s just not going to happen but I hit addthat stuff. Frankly, it's a big
part of our life. It is a bit monastic | supposeai way.
Sam also adjusted his daily schedule, often agiainwork by 4:30 a.m.

to allow him time with a family that included chith in high school:
First of all, | don’t think that | have done a gbjb of balancing. | don’t know if
anybody could ever say that they've done a gooafdialancing because | don’t
know if it's possible. You can’t spend enough tiateyour school and you can't
spend enough time at home so where’s the balabe?vay that | made it work
is... my kids come to a lot of stuff, especially whry were younger and not
involved in their own stuff, but they’re at the higchool. I'd just bring them
through a lot. | was kind of killing two birds wibne stone. I'd go home and
pick them up and bring them back for stuff so thatgreat way to do it. The
time piece is just overwhelming. I've chosen tckméhe switch to coming in
early. When everyone’s sleeping, that’'s when hae to make the decision to be
here so | can get out at a reasonable time to imave family dinners and that
sort of thing...l needed to start coming in ungodiylgso | could make it home
for dinner.
For Paul, living in the district and having higldren attend school there

was essential to balancing work and his family:

Oh, boy. I don't know how you could be a highahprincipal without having
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the kids in the district where you work becausedeal is that you have to be

visible and you have to be supportive of your Kads not at the expense of your

own kids and so my kids were with me and are wighath of the time for stuff. |
couldn't imagine having to go to a Tuesday niglskietball game where my kids
were playing in another city or where they wereaaother team, so from a time
aspect that the time required of a high schoolgadship can't be
underemphasized. It's an incredible amount of tiMbere's very little off-season
in this job... From a time perspective, you have to find timgaur day where

no one else is here because that's the only timeyer get any uninterrupted
time. So for me that 6:00 a.m. to 6:45 time isttiree where | can get about three
hours’ worth of work done where I'm not gettingamtipted but the time is tough
and the family piece is tough. When I'm done,'tlvant people to say, “He

was a really good high school principal but he wasappy dad,” or, “He was a

good dad but he was a crappy high school prinéipéu got to find that balance

and the only way to find that balance is to be ableclude your kids because if
you are a high school principal, that's your comityunMy family has grown up
in this building, just like | have...

While some principals adjusted their schedulesaity arrivals and returning
after dinner, others consciously cut back theisepnee at some school events in their
attempt to bring balance to their lives.

Justin shared:

| will say this, I'm more realistic about what Ircdo and | don’t think of myself

as superman anymore.... | used to probably; | ussgénd more time here.
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There would not be anything at this school, thditlh’t come for, because | was
single back then and didn’t have a family. | livegte, so there was a JV
volleyball game I'd be here, if there was a gymitasineet I'd be here, a band
concert I'd be here and I'd be here for everythigople, parents would say do
you live here... I've become more realistic in thRealizing that | have a family
now, | have children, they may need me too, | eawefe who needs me, | need
to spend some time [with them]there needs to be balance in the life. That's
something where my expectations have changedt.that | just don’t come to
everything anymore but | come to one of everythihgiake sure that I'm at a
soccer game, that | get to at least one field hpgeaene, | get to one girls’
lacrosse game, | get to the band concert, | gitet@hoir concert. | don't get to
every one of them but | get to at least one of @harg, so | make an appearance
at everything. | live fairly close, so | might leaan evening walkthrough where
I'll bring my son over here, he’s eight years otdlave’ll just come over and
there’s three different sports going on... so weiitjcome in and spend an hour
and spend 15 minutes at each one of those thiogs,lsast I'm making an
appearance and | kind of get a sense of what'sggmin People can see me and
know that I'm available if they need to talk to mhere in the past | would just
be here for all of those things. | had to makeiarpy for a family and it was a
situation where my wife and | really it just kinflltappened. | was just in the
same mode as spending lots of hours here and sha teacher, taught here,

that's how we met and so she understands to sotaeatédxut she kind of laid it on



140

the line that, “You know Justin, you need to havel¢vote some time to the

family too, you just can’t be [at work]...”

Like Justin, Ed recognized that he needed to dewshoys to attend to the needs
of his family by cutting back on his attendance@ne school related activities:

| can feel myself needing to cut back on some efdémands of high school. |

have not felt that | have cut back to the point iegHan compromising what I'm

doing. I think that... | could have gotten a lottlé visibility | was getting, a lot

of the connections | was making, and still cut davarthe number of times | was

there...l also get that at some point, that's goomgdme in, because my son does

not go [to school] here. He is in high school... &ahmy children] are in fifth

grade and there’s not much going on, who cares.wBen they’re in high

school, there is one high school graduatidrwant to be at his thing. These kids

| like, but [for my son’s graduation]...we change guaduation [here] if that's

what happens.

Theme Three: Fit

The term fit was used in this study to describenttag¢ch between the priorities
and culture of the school district with the talemstslls, interests and abilities of the
principals.
With the District and Community

Principals in this study described how they fedittthe fit between them, their
school district, especially its educational missiand the communitya fit that has
developed over time in the rolegmpelled them to remain in their current positja@sen

though other opportunities arose. Tom shared:
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| guess the only thing | would add is that whemnteetained the possibility of
coming here | certainly wasn’t sure of making tiétch. The more | learned
about the district, the more | thought it wouldebgood fit. That's always been a
strong point of consideration for me and really stnmg we hit hard on
whenever we're bringing somebody else into the miggdion, that whole notion
of it being a good fit. | really do think that ittdayed out to be a good fit for me.
That's also had, | think, a significant influenae loow I've conducted myself in
this role, trying to be a good steward, so to spefthe district’s interests. If you
don’t necessarily buy into everything the distatands for, that obviously can be
a difficult thing. | don’t know that you could keeloing it and be true to yourself.
That’s never been a point of struggle for me, gork that that's been a
significant factor. Just having your own persopabfessional interests well
aligned with the organizational interests. Thes Iitdt a struggle to muster up the
motivation to get after it. You're naturally incéd to do it because of that
alignment.
Dennis described how the match between the contyndms family and

the district influenced his retention in the pasiti
| really love the community. [ think that [the]dh school is an amazing school.
In my head, there’s probably only a few other posg in the metro area that |
would apply for...And even then, some of those harae open and I've opted
not to at that point leave. So, | don’t think laone here yet. | really like this
community. And I've grown to appreciate what thghhschool means in the

community....I look at the things our teachers are trying tptte things they are
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getting from students, the things we’ve achievid,things we struggled at ...and
| still want to be a part of that. There are gteatgs that are happening here
every day, and | look at what our kids are dointsole after they leave high
school, and being able to say, “I might've had stming to do with that.” “I” as
a school. It's pretty cool. Ijust ... | have a cention with the community. Even
before, you know, | didn’t move here because | wdrnb work here. We moved
here maybe by accident but learned to appreciateditvouldn’t want to go
anywhere else.
For some of the principals, the concept of fit whsely related to living

in the community with their families and childredustin described how his

family’s connections to the community have growong with his growth in the

position:
Here at [the school] there are some personalsssuieé. My kids go to school in
the feeder schools, my wife teaches here for olkeofeeder schools; she taught
here prior to that. From a personal level, thaeidainly there. Now, this has
become my baby so | love this place. This is fhegthat | came to when | was
33 years old, and it's changed dramatically...andub like to think..it has
rubbed off on me and me — | have rubbed off onlikve this place. | love this
school. Ilove this district and at this pointiime, | couldn’t see going
someplace else to be a principal at someplace &]sst couldn’t do that. As I'm
getting older ...the light is certainly brighter betend of the tunnel, it gets
brighter every year...I could be retiring in two amdlalf years...| think about that

and think, “Boy, | have to give up my keys and beta part of this anymore.” |
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met my wife here, when my children were born...thstfplace | came...from the

hospital right here to share my pictures with ttaéfs. My children will go to

school here. I've hired... 95% of the staff thaté&sdn | think about, What's my
legacy?..What are they going to say about me when | walktloaitdoor? What
are the teachers are going to say 10 years dt#avé?

Paul, who has worked in the same district foremBre career, also cited his
connections and those of his family to the comnyuast a factor in his fit with the
position and his tenure:

I'll go back to that community. This is my homeanol've been here for 26

years from a little kid to a full grown adult int@acher role to a principal role.

It's been fun to see it from start to what it ight now. I'd be hard pressed to turn

it over to somebody else right now and say thiso your baby. | think when

my kids go through, or my seventh grader is damen t'll feel a little bit more
like there's some closure to it but...I'm not goiadet that go, so it's that feeling
of community. For me it's a real comfortable plémeme to be at. I'm well
respected in the community and it's not easy luiwhole lot easier because

I've been here for a long time because | know Homgs are going to work. |

know what to expect. I've got good people to wwith. That's a huge piece.

There are certain people that you can't wait toeseey day because you just,

they're your friends. Even though you're theirsboisyou're their co-worker.

There are people you want to see every day. Ifvgocome to a place where you

didn't like the kids or you didn't like the peopethe community wasn't

supporting you, | can't imagine doing this job.
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Compensation

Part of a principal’s decisions to remain in thaipon related to their salary
requirements and their feeling that they receiaddompensation for the work they did.
Principals in this study received salary and bempefckages that ranged from total
compensation of $135,000 to $170,000.While prirlsipded compensation as an
important issue, all stated that they felt theyewv@irly compensated for their positions,
and none cited this factor as one that would lbachtto consider moving elsewhere.
However, principals also reported that they kepéya on high school principal salaries
in other schools in their athletic conferencescfmmpensation comparisons.

Dennis attributed trust in the superintendent asreason for his satisfaction with
his compensation. For him, compensation was oplgraof the picture when it came to
his overall tenure in the district:

| feel, and my wife might disagree with this, | féen compensated well for what

| do. We just got our last contracts recently &know what I'm making now,

but I don’t know, | don’t remember what | was makiior the two years prior

...because I've never really focused much on thaayidé if | looked in my head

historically as to where | was when | started is thstrict and to where | am

now, | make a lot more money than | did when stha® an associate principal.

Will you ever get paid everything you feel you arerth? No. If you know

that and are okay with that, that's fine. If | wam get paid more than what I'm

making here, then | have to look to move and goesanere else. | don’t know

what ... but with that then you have to look also fuigfure. It's more than just

that rate of pay. What is the community like? Wén&@ the challenges of that
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school? A lot of factors go into that ...but | hdagh that the superintendent

sees what I'm doing ...and that I'm going to be congaged fairly for that. If it

ever gets to point where | don't feel that or mgssaare being sent through that

...you figure it out.

While Jason trusted that his superintendent adeddat his compensation, he
also shared that he kept an eye on principal salamiother high schools in his athletic
conference, primarily because of concern over athers might perceive his
performance, his school or his district rather ttt@namount of compensation itself:

Does it bother me when | look at my colleagues.YEdefinitely have learned

through life that the more you make the more yanspso | am not looking at it

as all of a sudden I'll be able to buy a new cawbatever, that kind of stuff. |
have three kids. They are going to suck it up atten what | make. Does it
bother me? Yeah. |really do believe that theest@o many people out there that
look at that and say a couple of things. “Welldoesn’t work in a good place.

Maybe he isn’t doing as good of a job as somebdtsbyie doing,” that kind of

thing. Does it weigh on me from time to time?alh had very good discussions

with [the superintendent] about it. | think he da¢hat he best can with the
board, but | don’t necessarily know if it will bedaal breaker. | guess | would be
stupid to say that | have been here for nine yaadsl have consistently been
significantly lower than any of my colleagues. féhemay be a time when that
comes up.

Ed, too, used comparisons with other principalhearea when evaluating his

compensation, concluding that his compensationfaia$or the work that he did:
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It's kind of important. Compensation is importaand | think I'm fairly
compensated for my position. | cannot complainudiioat...l might have some
concerns about some of the way things are dond;rbdiairly compensated. |

am compensated in line with my peers...and so I'nyaki¢h that. ...l am

compensated better than some superintendent& thesonference When |

started, | was making on the bottom end, and I'exed up, partially because

everybody else is turning over more than once. damfortable with where I'm

at...for many years | was on the bottom of the carfee...from experience wise,

I’'m not making the most. | mean, nowhere nearuréoor fifth in the

conference, but I'm fairly compensated. But...| ¢ that as a reference to

where I'm at.

Paul also felt that he was fairly compensated poutted out that high school
principals in general were not compensated fovHiee that they brought to the
organization:

Well, per hour none of us are getting rich ...buthis field | feel like I'm fairly

compensated. My bosses have always been good émdnimne board has always

been good to me in terms of taking a look at tremsaparables, so from an
education perspective in terms of what other hdtosl principals are making, |
feel very good about what I'm being compensatedw When | take a look and
see what college football coach or whoever elseaking, we're not compensated
anywhere near the value that we're worth, so tleatisuble edged sword. | feel

within the realm of education, we're paid fairly.you were to compare it to
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another ...We're CEOs. To other CEO jobs, we'regyaunderpaid but | was in

education. That's what | chose to do.

Some principals noted that overall compensationdeaseased over the past few
years, due to either loss of previously promis¢iderment benefits, additional
contributions to health insurance premiums andiparndans or additional duties that
they’ve been assigned without compensation.

For Scott, this reduction came in the form of loEbenefits and additional time
that he put in to do his job. He shared that ef/ka were to retire from his current
school district, he wanted and needed to contiaweork:

Compensation is important. Per hour | probably enleks than | did as a teacher,

I'm certain | do, but if | retire next year...| caafford to stop working, and I'm

too young, | don’t want to stop working. ... | canl€ontribute and | want to,

but the compensations are important, and I'll beekt that's greatly diminished
compared to what it was six months ago, in term&ifement in this district....
that’'s hundreds of thousands of dollars changejjgugrms of that on the
medical. It's a brave new world, the public ediarain the state...

Brad also stated that increasing responsibilitresrales without additional
compensation was becoming the norm in his disti@t he, too, felt that he was fairly
compensated in his position:

| don’t have major complaints, | think I'm competeshfairly ... the comment is

that the ever increasing duties and expectatioosiirturrent area rarely come

with any additional stipend or money, or allocatidrhave four legitimate hats

now, equally sized. The other duties as assigihedpature of it is interesting.
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Most of us in the state took about a 7 percent iséefx with the [legislative]
changes...and most people had to kick in more fararece. If | want to whine
about it, maybe | should do something else, is ttifude. When | hear people in
our profession that whine...well, if you think it's sasy somewhere else, go do
it. The compensation is very much on my mind imtethe high school
principalship and other roles in education. I'eatd ... most people reflect to
me, including people that | work with very closellyat the most demanding role
outside of superintendent in the district is highal principal.

Tom cited the increased salary and fitsrteéat he could not earn if he stayed in
teaching as a reason that he initially went intmizastration. After serving as principal
in another district for several years, one of ttieaations of moving to his current district
was the increase in salary and benefits that caiheitvsomething he could not have
earned in his previous district. Even so, he gported an overall loss in compensation
over the years:

One of the big attractions to me coming here wsig@ificant increase in

compensation.When | became an administrator | certainly didaivé the

expectation of being paid top dollar. | was comimg it with zero experience.

Once | had proven myself, | also came to realia¢ tirere wasn’t any readily

available means for advancing my salary. Withiewa years it became apparent

that | was ... if | wasn’t the lowest paid principalthe.. metro area, | was close
to the bottom. That was quite a predicament, batktreally wasn’t an
opportunity or many opportunities to rectify thatiation without taking money

from somebody else. When the call came from thetridt to consider becoming
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the principal here, certainly the opportunity tokaa significant advancement in
salary was an attractive piece. | went from ontheflowest paid to one of the
highest paid and have kind of been there. Oncekyaliof settle in at a place
then you just kind of move along. That was fineeiflmore recently people in
general aren’t going anywhere, so I've actuallygbackwards. All things
considered, | feel very fortunate. I'm not compiamor feeling like I'm getting
screwed. I'm close enough to the end to ... | ref@®ft for people who are
nowhere near to the end, and | can appreciatedbestioning of how long they
can afford to stay. Yeah, that was a huge factdy ea and then by coming here
that pretty much took care of it.

Theme Four: Change

Principals in the study identified an ongoing estpéon for change as a challenge

in their positions. While many of those intervielelished change, they also

recognized the challenge that the ongoing expectétir change presented.

Jason identified effectively implementing changdis building as a major

challenge, and discovered a connection to facuynbers with long term ties to the

school and community:

...we were really starting to implement change, veeeanreally pushing
people...we took our staff roster and we went thrathghstaff and...said to
ourselves, ‘Who’s on board and who's not,’ just parceptions. When we got
done with that, overwhelmingly the people who wéren board were graduates
of [this] high school.”...They get a little upset laese kids aren’t as into the

school as maybe they were when they went here. .aliréspect, | think we've



150

made some headway. Some staff members have séattgd to speak up and
say, “Look, it's not the same. Look, we have takwith some of these kids
differently. We just do.”
Student Achievement
Student achievement issues posed an area in Wieoh was an expectation for
change for these principals, regardless of theabvachievement level of their school.
For some, the challenge was in raising achievemetarge-scale standardized test to
compete with surrounding schools and districtsplbiers, the challenge was in
continuing to raise achievement in schools thasstently outperformed those around
them. All felt the expectation that student ackraent improve, regardless of the overall
performance of the school.
Sam stated that the challenge of student achieveiméis job was a big part of
his work and represented a positive challengeifor h
| think it's a big part of the work. ... it's how Wwe always treated standardized
tests which is through the curriculum, so | thirduytook at it from more of a
holistic view of are we aligned to the common casehe stuff that we're doing
worthwhile in the classroom, is there any commarssestuff we can do to
prepare for those assessments because that's whatlveing measured on now
so there’s certainly a piece of the work. Itjsaat of the work for sure because
we have..to make sure we take care of that; otherwise itjust be mandated on
us later if we don’t. As far as me staying andhgoi see that as a positive
challenge because even though you hate to sayeytsying to get the test scores

to be better... wrapped into that is are we teacthegight stuff, are we teaching
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it the right way, can we reach certain kids in tidyevay? Those are all great

offshoots of that conversation so it doesn’t camseto think about leaving the

tradition or the profession at all.

For Jason, issues around student achievement deartfied as a significant part
of the work he did. He also wondered about thatie@iship of the expectation for
student achievement and his own tenure:

On a scale of 1 to 10, easily a 10. How much doatglay in to whether | would

stay here or not?... | am waiting, very bluntlytHé expectation is X and we are

not achieving X, and | personally believe we areaahieving X because of some
factor | can’t control, let's say the demograplocsg can’'t execute a plan of
improvement quickly enough to see some people |¢hea | would be nervous.

Does it play a huge role? Absolutely. My officec®vered in data and how kids

are doing. Every three or four weeks, we are hanmgé¢hat out and who is

doing what and where are theyust in the time I've here been, we've been
taking a lot more time and effort and scrutiny wigigard to things like WKCE

results, AP results, ACT results...| definitely seehange there.We've made a

big push with things like learning targets and asseents, and you see some of

that change.

While Ed, too, spent a great deal of time on issiiesudent achievement, he did
not view this issue as one that influenced hisremnuthe position:

| think test scores are one measure of achievemeatdn’t think they're the only

thing we can look at when we look at a schoohink that we ... we've spent too

much time not looking at them or dismissing thentegs$ scores in the past, so
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they’re a big part of what | do... we need in edumato have some markers that
we can utilize to see how we’re doing, and theydnteebe as comparable as we
can make them across schools in our district, adsagdings... so | like that part.
In my role, one of our missions right now is cregtcommon assessments where
we have..markers within our classrooms. ... | need to stapmpop of that and
figure out how we’re going to get to WKCE testingek this week, so it fits well
with what we’re doing.

Dennis discussed expectations for taachwed administrators for student
achievement as different from when he first entéhedield, affecting the focus of his
work with his staff. While expectations have cheaighe felt they have changed for the
better:

| think that more and more what is being expectegachers and of
administrators is a proof that you're having a pesiimpact on student
achievement...more so than ever | think the respditgiabout leading and
increasing student achievement is part of my dzhllenge. It's not just about
managing the facility ...and running an organizeddmg. ... I'll continue to
work to improve student achievement. Ultimatelyhat impacts my ability to
remain, will be what comes down from above...| mé¢ha,reality that this is a
part of my job is appropriatethat’'s why we’re here is to push that student
achievement. ... Because now, in the future, eveatylsayoing to be on that
same playing field with that same report card, youalre going to be able to see

and compare and...it is about the kids. It probabhays has been ...but
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everybody had different measures, and now thatiMeaeae the same measure,
we all understand that we have to achieve more.

Justin also reported student achievéme “huge part of what I've done.”
However, he reported his involvement as more fromrganizational rather than
instructional perspective, even though he hastutsti changes to curriculum and
delivery of instruction based on analysis of testd

...l would say that that has been a huge part of Wadone. I've been usually

involved with that. Not so much in the curricutaandpoint, but more from

organizational standpoint, more from developingstean. When we first started
this, we did it much differently. | look at it ..off instance we shut school down
for two days and we did WKCE testing. The sophaaaome in for the
mornings, the rest of the kids stay home.... Thasdskof changes to make this
more effective for the kids make it an environmigwatt makes... better chance of
doing well. From that perspective... the one thimgt t would say | have been
involved in driving is we have looked at some af ttata for some of our scoring
on the testing, and we made some changes oveuaicuwtum and our content
delivery based upon we were doing poorly in thidate area on that test. I've
been involved with that because | love data. Ween involved with that kind of
stuff.

Brad strongly supported increased accountabilitystodent achievement for his
district, school, and himself. Citing increasead&nt mobility, he spoke of the
importance of viewing student achievement issu¢®nly within his building but also

outside the boundaries of his own district:
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...there will be never a perfect accountability sgstand I'm less bothered now
because | think the state with the report cardesyss moving in the right
direction. Taking a more holistic view of, wheiie gou start and how far did

you move them... It has been a bit of crime for desao say that we are always
going to put all these district scores up and behe affluent suburb over here
versus ... [the city] and everybody else tries te lup in between and the realtors
are the ones ultimately who like the scores thetmbthink the move toward the
more holistic report card is a really healthy maamdg I'm not necessarily always
patient with what comes out of [the capitol] andatvgoes on in Department of
Public Instruction, I'll admit that. With an audae of one here, | readily
admit...that I think this is impressive movement, #mel alternative to whining
about test scores ... again, how else in a demociaeye try to ensure that we
are delivering some consistency of education? tlldnave some real
inconsistency in our fland 13" grade writing curriculum; it can be very course
and teacher-dependent. We have to stop that. ake eally strengthened the
prior levels, but you should not have a dramatycdifferent experience if you get
Mr. Johnson versus Miss Smith for your junior Eterre class.If a kid moves
from [one city to another], there should be somechenarks, and expectations,
because we are chartered through the state legislas public school districts,
and school boards are empowered legally underutgi@es of the State

Legislature...The idea that we should have no aceduility, | think, is ludicrous.
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Continuous Improvement
The need for continuous improvement in their wamkl schools was a

common and welcome challenge for these principalsd the need for

continuous improvement was not limited to the sthdtese principals also

identified the need to ensure that they also fodwsetheir own improvement in

their roles, a task that some identified as moifecdlt the longer they remained

in the same position.
Ed shared his struggle with his need to contiouenprove professionally

in order to move his building forward:
| think the biggest challenge | face right nowascontinually improve. To
continue to look to not rely on my experience, toufind other information than
what | am used to. I think I've done the job, I'dene it for a lot of time... and
that experience serves me well. | anticipate vehgding to happen in a
conversation. | anticipate what's happening iit@asion, and | think | have to be
more conscious of making sure I'm appreciatingdgitigation completely and
making sure I'm... staying current with what's goimg in other places...If | look
at the nine years, | think | stagnated towardatidgle, at some point, where... |
had kind of gotten the push that | needed andddd¢bo much on my past
success to try to get the next thing done rathaan tieally work hard on that next
thing. That's changed.
Justin described a similar need to push himsedbtdinue to improve in a school

that already produced a high level of student asmeent:
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Getting [another responsibility] is really nice foe because it's allowed me to do
different things. | will say to some point, here’s.been somewhat stale for me,
because you do it for 17 years and you got it dpvetty well, and if you look at
the success of our students there’s not a wholadoe that we're going to do.
They're 95% more advanced and proficient in readmdyall things of that
nature. Obviously there’s still room to grow, litig hard to grow very much
when you're that right already [at the top]...

Frank shared a strong opinion that change and wepnent were why he is in the
position he’s in:

| think the address is the same since | came beatdhat’s about it. I'm okay

with change for now. Who knows 20 years down tlaglrafter I've built

something I'm really proud of and the test scomesmauch higher if I'll ever want
to change a darn thing, or if I'll have the enetgyhink so. For now if I'm not
nimble in my work, if I'm not flexible in my abiljt to look at a problem and say
it ‘aint working, we’ve got to do something elsel fire me.

Paul also identified “maintaining that edge to wentontinuously improve and
do things in a systematic orderly fashion” as dlehge at this point in his career. While
Paul described himself as being “wired” for charfgestill wondered how he will
respond to some of the new ways of teaching andileathat are emerging in his
district:

I’'m a firm believer that education is a “what haxi done for me lately”

business, because every year is a different yehrandifferent group of kids. |

believe that I've got enough poker chips stackeéhupy corner that | could
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probably coast and do some things for a few yeadqtae superintendent] would
leave me alone and the board would leave me abartd’m not wired that way,
I’'m always wired, Is there a better way to skin ta? Can we do something a
little bit different that’s going to make incremahthange that probably we can
do things better?...1 think right now because I'vaald for so long [my
challenge] is maintaining that edge to want to icausly improve and do things
in a systematic, orderly fashion. I think thag #asy when you've been on a roll
and things are going well, just kind of have thageuto sit back and let things
flow, so | think that's probably been the greatéstilenge is how do you stay
motivated and energized when things are going avellyou don't have people
nipping at your heels to do something different...idg\said that, technology is
really forcing our hand in terms of making changeybe more quickly than at
any time before. | think of the personalized l&agrpush that's going on, and the
different competitors we now have for our kidsemts of their education.
Things are going to have to change. We can'’t la@esame model that we've
got. I'll be curious to see how I'm able to adaptll of that as we move through
here...
Scott described his focus on self-improvement aseced on the question of what
is authentic and significant improvement in hisldinig:
In terms of goals for myself, | think to concengratore now on the real
improvement pieces rather than the superficiaf ¢haft people always
expect..My expectation in myself now more is to make stia tve really talk

about stuff that’s going to improve instructiorelidery of instruction and not get



158

mired in that superficial thing. You get a groupttoé teachers together and you
let one person introduce some nonsensical thirgdétlphones and for the next
hour, people will talk about cellphones and therhwill have passed and there
will be nothing about improvement of instructiorthink that is not unique to this
school... I think that's any school. | think that'srhan nature and I think it's
probably true in any business that people lovaltodbout trivial things that they
can make rules for because it's easier than lockirwghat's going to improve the
function of our entity. That's the challenge. Tlsdr me to maintain that focus
on real improvement
In addition to the emphasis on continuous improvearaed growth in their own
professional practice, principals also discussed the expectation for continuous
improvement was present in their schools and dtstri
Tom noted that although his district boasted sofiteeohighest standardized test
scores in the area, there was an ongoing expeatfatichange and improvement.
| think that one of the mantras, ongoing mantrashefdistrict here is that we
never rest on our laurels. | think there has beegady willingness ... | shouldn’t
say that. When | came, there certainly wasn't. dis&ict | think has always had
the interest of continuous improvement. When | ciimeee were staff that were
completely resistant to that idea and were muclernbthe mentality “if it ain’t
broke, then don't fix it.” That's really fallen the wayside. | think now that
again is part of the culture, that we should alwagsooking for ways to improve
no matter how much success we may experiencendt’that folks don’t have

that inclination, it's more of a matter of do folkave the strength and the energy
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to continue down that path? That's the bigger emgé now..you always have to
monitor the extent to which you have your foot be &ccelerator, and right now
I’'m in slowdown mode because | really feel likeftae feeling less capable of
carrying the load.l.think a lot of times you don’t necessarily thittiat this latest
idea that seems great and worth pursuing is gaimg tproblematic, but it's
potentially the straw that's going to break the eismback. Our math department
of late is just ready to collapse. | have a nundfgrerfectionist personalities
there...so you can be to some extent a victim of yowur improvement,
continuous improvement mentality. It's hard to ngaéhat in today’s climate.
Paul described the direction he would like to taleeschool as part of the
continuous improvement work he was engaged in:
I'd like for us to take that next step as a schaohink we've been hovering in
that really good range and I'd like for us to tékat next step but | don't know if
we'll ever get there. As you know, part of ithe ttlientele that you servebut it
would be nice to just take that next jump. We'ré¢hatt 23.8 to 24.2 range of
ACTs. It'd be cool to get to that 25 spot, buah cemember my varsity football
coach asking me a couple years, “So then if weayat25 composite on the ACT
are we done then and are you satisfied?” and | $aldll, let me ask you this. If
you get a state championship are you done? Istth&bu want just the one?” |
think the tendency is to be greedy but that's yaals what can you do to take
those little incremental steps to the top andgtgding to be nothing
significant...It was cool this year to have the high&CT in school history but

that lasts for 15 minutes and then you're on toethimg else...What motivates
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me and what encourages me is just that it feetsitik a little better today than it
was yesterday.
Instructional Leadership
The shift toward being first and foremost an iastional leader in their schools
was also identified as an ongoing but welcome ehgk for the principals, especially as
they faced the ongoing challenge of identifying andcentrating on which of their
multiple roles wais most important.
Dennis identified the emphasis placed on the ermpieas for instructional
leadership expected in the principals and assoprateipals in his district:
In recent years we've had a change to being dructgonal leader more so than
just managing the building. That is an area whe@ntinue to have to grow —
that was a challenge...I think that the biggest cbkangxpectations has been in
the role of instructional leadership where buildiegel principals and associate
principals still have the responsibility for the magement tasks, student
discipline, teacher evaluation, meetings, clubl tha day to day things. The
piece that has grown greatly is helping teachecsibbe better teachers,
recognizing good teaching, helping to increasdebming of students. It is now
classified as instructional leadership, and tharabably the largest part. The
biggest expectation | feel is growing the staffecher leaders and their teaching
influence in the learning. Really, it's a changeaods learning being the focus in
the classroom and flipping that responsibility ba teachers.
For Scott, instructional leadership came with mgland keeping a commitment

for the administrative team to be in every teachelassroom at least once during a term.



161

This was a change of practice for the building’madstrative team, one they took
seriously:
We made a commitment and this is one of the ahedsvas green [meeting the
standard] on our nine-week update, is administeatdam; we will be in every
teacher's class every term. For at least a walldtjir. Every teacher who teaches
a class in this building, if they only teach onasd a day; | was in their classroom
anywhere from 5 to 10 minutes, first term, outsadg evaluation process, just to
be out there. .it's one thing to say, "We'll be more visible thesar," it's another
thing to say, "We'll be in every classroom evemriteand we are going to report
out statistically how close we are to making thadlg
Justin recalled how much his role has\ed in the 20 years he’s been in his
position, shifting from that of disciplinarian atehcher evaluator to one of instructional
leader. However, he expressed concern that exfeohfcal forces were diminishing
the role of local school boards, superintendentspimcipals to determine the direction
in which they're leading:
It's clearly as changed over the years becausmlived a lot in 20 years that I've
been here. | remember when | first came heratually just did discipline.
That’s what my job was. Discipline and teacherd@st#on and that was it. When
| first came here, we weren't sitting on the intews, we weren’t doing anything
with curriculum and we didn’t even do budgets.idnd do budgets when | was
first here...a business manager for the high schoel dith the budgets.
Basically, | was told, “Here is your money for @fiof the principal. This is

what you get for supplies and everything else.’atMaas it. We're much more
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involved with that now...It was very strange for mexause | come from...a
school ...where | was more involved in the intervigwcess, | was more
involved in the budget process as an associateipahthan | was here as a
principal and just because of the set up - thathmes evolved dramatically.
The role of going from a manager to a leader hasged quite frankly to
the better, | think it is better. | am frightful what's happening through the Act
10...they are taking some of the autonomy away. hii'sl to be a leader when
you're not really leading the way ... you're leadihg way and someone is
telling you to lead. It's not like more being lesd anymore. It's like in the past,
we’ve been ... [the superintendent] has been likeydreeral, and we’ve been the
colonels. We’re now moving down to the captaingherlieutenant range.
You've got the governor of who is the general, ya@ujot the DPI who's the
colonel, you've got superintendents and curricutgionels are the majors and
the captains and then you have the principals waeigher the captains or the
lieutenants. We’'re not able to learn ... when wéitd how to lead.
Cultural Change

Principals in the study shared that because detigth of their tenure in
their positions, they had been able to lead whet tarmed cultural change in
their buildings, many times significant change ttestulted in programs and
practices that put student learning at the forefadrthe work of the building’'s
faculty. They concurred that making this type lodiege took time, and that they

would not have been able to do so in their firgt f@ars on the job.
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Tom described a major change in building culturemfteacher-centered to
student-centered during the time he was principal:

| think having been here long enough to make whatdld call some second-

order change, some cultural change. We've done gasiéive structural changes

that | don’t want to downplay, because | do thingytve added value to our
operation. I'm very pleased with the learning cept®gram that we've
developed through the years since I've been hdrat, T think, affords struggling
students a far greater degree of support thanitadyvhen | came. | think even
bigger than that, when | came the focus of the slclvas what | would describe
more so as a teacher centered focus. Now | woylit’saa much more student
centered focus. The fact is a large percentageeostaff that exists today didn’t
exist when | came. | really had the opportunithite folks that would fit the
desired culture, becoming more student centerexhrbimmg more collaborative in

our approach. Team oriented, not individual teatbeused, has been a

significant shift. The meeting | was just in, thas affirmed in terms of how

much more together we are on curriculum, on insitmacon assessment. We kind
of take it for granted now, but it surely was nltays the case.

For Scott, an increasingly diverse student poputatvas the impetus for
examining and changing the culture in a buildingt flor many years had served
primarily middle to upper class White students tardilies:

| think the culture is much different than it wasvard African-American kids a

decade ago here, and I'm proud of that. Our largesority group is

Asian..they have a profound impact on the school in tesfischeduling, in
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terms of the courses we offer, in terms of youttiomys, so our...largest minority
group is Asian and they're incredibly high-achigvimhen we've got a relatively
small number of African-American students who comd to lag behind the rest.
That's part of it. | think another part is ... | cleadged the staff about six years
ago, on their first day back, and we started aamoghat year, UPS partnered
with us. We brought in executives of color from&JRhey would come and
bring lunch, and they would meet with our minoktgs, and any other kids and
any other kids who wanted to [discuss], "What do geed to be successful?"
One of the teachers started a group called Conneitksthe idea, of trying to
make the kids feel more connected to the schod.ddn’'t even track that data
anymore, but within a year we had a much highecgreage of our African-
American kids participating in co-curriculars ammbgs than we had prior to those
efforts, and so | think a large part was just rajgpeople’s consciousness...

Ed related cultural changes in hisdiog to significant efforts over the first four
years early in his career there to improving sttitbehavior and providing consistency in
expectations and follow-through. For him, the g@am culture took at least four years
to work through and permeated not only the acadeayg but the co-curricular and
athletic events as well:

The culture of our building has shifted in two way3ur student behavior is
exceptionally improved. | can tell that it's impex by detentions, by fights, by
suspensions, by expulsions, by problems that I'tedao deal with. | know
coming in | was dealing with misbehavior and gamlesas dealing with alcohol

use before or prior to games. | was dealing vaslués at school. | was dealing
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with fights in the cafeteria. | was dealing wittappropriate language all the
time. Sitting in really contentious IEPs. That slo® exist [now]. ...we set very
specific expectations and we held kids to them. gtMea reputation for being
present. We got a reputation for working for wivas best for kids, and we also
... and | think initial resistance, it's going to aeful if we do it this way. Kids
don’t know that it was awful. ...we had just somefpne cheering at sporting
events. We just didn't tolerate ... we kicked kidg of the game. Over time, we
had two things happen. One, we were consistethiginexpectation of our student
body. They got that if you got kicked out twiceuyweren’t coming back. We
saw success in some of our athletics that kid$¢yresinted to be in those things.
So that spiraled together very nicely and that gedrand then the nice thing
about school, and difficult thing about schoolyas! roll over 25 percent of your
population in a year. You make it ... you work hatdt for four years and
you've got a whole group of kids that don’t knowyasther way of it occurring.
...well, it took us three, four years ... two, threasgeto really get a difference,
because freshman were just going to follow alohgy treally don’t know what’s
going on. We made a big change in what's happenimw...we've had no
problems with that to the point that...it's not examissue | have to worry about.
Because you know, you work hard on it and it meawgay. That cultural change.
Jason shared that he was most proud of “creating ofcan academic
environment with my staff”, helping them work wikudents who had different needs
than students in previous years. For him thisasgmted a change to a more academic

culture in his building:
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Honestly, | think the thing | am most proud of re&ting more of an academic
environment with my staff. My predecessor wouldénasid to you, ‘I love
everything about being a high school principalthetacademics.” She would
talk about that and she loved the You rah, raha#semblies and the dances, the
games, all of that kind of stuff, but when it catoecademics she truthfully said,
‘It's not what I'm in it for. It's not my forte.1 came in and kind of a bull in the
china shop, made sure that everybody understoddhi#izs going to be the focus
and the other stuff is secondary. For the modt pau can definitely see people
are more concerned, in a good way, about what thelging in classrooms.
There definitely was some push back, i.e., “Now’s@aoncerned about what |
am doing in my classroom? Now you’re going to... dessons plans this and
assessments that? You actually read lesson plangoanactually look at final
exams, why do you care?” ...I would definitely sagréhis much more of an
academic atmosphere in the building, in that retspésink we, “we” meaning
myself and the two associate principals I've worl4gtth, are making definite
headway with people along the lines of these kidgdéferent and they need to
be treated differently in a manner that is effexfior them as students, not
necessarily always holding to this sanctity of $bbool.

Socioeconomic Factors in the School and Community
Principals participating in this study worked irheols with varying

socioeconomic factors present in the school andhwamity. Some worked in schools in

which as few as 3% of the student body receiveel drereduced lunch; others were in

schools in which students who were economicallgdirantaged represented 48% of the
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school population. Regardless of the socioeconataitis of the student body, many
principals reported challenges that arose fromgtaitis. For some it led them to
consider leaving their position.
For Dennis, changing demographics in the commuanty school posed issues of
access to a variety of courses for all students:
You know, | think we have a hard time getting aouaate grip on where we are
economically in our community. More and more shideare getting some level
of assistance free and reduced lunch. There dira &t of families that have a
great deal of pride; so, | don’t think we have aoumate view on where our
students and their families are. There’s been gueity tough economic times
lately, but, so, | don’t see that, you know, it'eat our community is. It's
everywhere, and | don’t see that as being a clggleecessarily. Regardless of
what is going on financially, | think our studemiben supported can come here
and learn. There has been poverty all around ftoragas, probably all the back
to where | was in school. It is our largest grodjney tend to be performing
better than students with disabilities or minoggpulations. Because | think that
what we’re finding is that families may have ecomotroubles, but it's more
widespread. It can hit almost anybody. Becausedsfanging job market,
because of just the economy, so, some of our ...g@ople that normally you
would think wouldn’t have financial problems, itekd More so than ever it's a
hidden group, I think. The socioeconomic pieca ledden group where it's hard
... you'd be hard pressed to walk around and saywiaiar out of 10 kids are

getting free or reduced. Or have some level of ggyver need some level of
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assistance, or fee waivers or whatever it is ..ngsa guaranteed indicator that

their academic performance is going to be lowgudt means that there are some

other challenges that they have outside of schbibiink it's just probably one of
those. | think from time to time there are challesiffom a school-based fee type
of thing where we want to give students an oppatuo be in all that they want.

And there are some courses that have course faegdlalong with them...trying

to find a way to still support those is a bit afteallenge fiscally for a school. We

have money for students to support them through.tha

While Frank stated that he rarely thought aboatogzonomic factors in his
principalship, he too arranged for students whegméed needs to have them taken care
of:

On any given day | don’'t even know that it comds imy consciousness. | don’t

spend a lot of time thinking about ‘Is this a rkad or a poor kid? Is this an

advantaged kid or a disadvantaged kid?’ unlessdbeit have something that
they need and then we just do it. | don’t car€sfa rich community or a poor
community, in fact this one is both, that doestetypa large role for me.

For some principals, the socioeconomic statusettmmunity and therefore the
families in the school, posed significant issubkst often this emerged in interactions
with parents.

For Justin, this posed enough of an issue for bigohsider leaving the position
he loved:

That quite frankly sometimes is something that widwdve been tempting for me

to leave. | didn’t grow up in this kind of schodlwent to a real school. ... my
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mom didn’t work and my dad was a blue collar persiiis hard when you have
kids who come from privilege and families that coimeen privilege. When they
snap their fingers they expect that you're goingimop and do exactly as they
say...I'm clearly involved with that a lot becausentls up coming on my
doorstep a lot. The teachers will deal with it éimeh kick it up to me or the
parent will kick it or take it to the next level although quite frankly often times
they go right over my head and go straight to tipegintendent. ... There are
nice, big half billion dollar houses out here...webmolved from a rural to
suburban setting, a fairly wealthy suburban commyuni.. The money is nice and
there are nice facilities, nice equipment and thiofjthat nature where other
schools don't [have them]. The expectation frohttedse parents, they have an
expectation that they can call you at home any aneyou're there for them.
That you're their employee, we pay your salarydfeee when | call you should
answer because that's expectation they have inwegkplace. They are the boss
and they might be calling one of their employeeseaen o’clock at night for
something and they expect them to be there for thieumderstand that. That is a
problem and that is one that quite frankly hasately crossed my mind to go
someplace else because ...that's not me. It's héodene to relate to some of
that sometimes.
Ed, too, identified parental demands and expectatior him as elevated in his
district, a change from some of the other disti@svorked in. He attributed this to the

changing socioeconomic picture in his district:
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I've worked in a lot of different schools. ...I'veorked in private schools in
small towns, private schools in suburban commusitgh schools in poor areas
of the state ...I've found kids are kids. | melrgally didn’t have significant
differences in the students | was dealing withhiose buildings as far as
interpersonal relationships...the parent issues ¢ lieve are different than the
parent issues | had in [my other districts]. |familing that some parents are
more demanding now as to what their expectationl wauld group the parents
that annoy me into one socio-economic group. &mdl’'m better than you” type
group because they're of a socioeconomic or palifosition that they might
take... So that that has given me pause, thinkingomaydifferent location might
be something to consider. It's a minority of paseso it kind of depends on the
day. But yeah, there’s certainly an aspect of ithathat I'm doing. | think it

is... it's the parents that | find exasperating &ee parents of what would be an

upper and middle class...parent who has an attituedat they’re trying to

do...sometimes..l think another fresh face saying the same thimgsaying
might not be a problem for them.

Scott viewed the impact of community socioeconomitdis role as high school
principal as a complicated issue, one that madenaplishing some things easier and
served as a challenge in other areas:

That's a very complicated question. The socioreaaics of the community have

a profound impact....in some regards it makes theegdder on a day-to-day

level, because the vast majority of kids here ustded that they need to do well

in school if they want to maintain the standardivohg to which they’ve become
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accustomed. With that said, we've been a Tittehosl for the last three years...
...Last year | think 12.9 percent of our kids qualififor free lunch, so the
demographics are changing. That’s more than doubét it was a decade ago,
so the demographics, especially this side of toacabse we don’t have own
growth, are changing. We have more [students learat] Special Ed, we have
more poverty, we have more English Language leammeithis side of town.
That’s going to have a profound effect in terms.oto maintain the image of
[the school] that exists in the people within tleenenunity's eyes, as the older of
the two high schools. | think we are going to haveun faster sometimes than
our counterparts...to maintain the same speed, bet¢hase's that demographic
shift. 1think there's a challenge that started &8 going to continue to loom; it's
not going to decrease on this side of town, it pithbably spread to that side of
town eventually as well. Plus if the economy im@® profoundly, but the socio-
economics of this community permeate almost evargthThe fact that we are
going to have a baseball diamond next year andadsof playing at the park
we'll play here is made possible because an anonymparent donated a-quarter-
of-a-million dollars to make it happen. That ddekappen everywhere, but it
happens here...the high-end here is really high p@ogple on the high-end of the
socio-economic spectrum have expectations in tefrhew they'll be treated and
how they'll be listened to, and that has an impactverything we do politically.
Brad connected the changing socioeconomic natutteeaschool population to
the need to adjust the instructional program insttteool in both basic academic literacy

and social skills:
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| think we're now a bit north of 40 percent freel @aduced lunch qualifiers. We
tend to get under-reporting at the high schoollldwecause as kids hit 16, 17, 18
they don’t necessarily want to broadcast, or theme situations aren't very
stable, and so they're not as likely to fill owttform. It's increased our need for
behavioral intervention... It's part of the reasorywile think we've committed to
character education initiative, we are teachingmeanagain...We do pretty
aggressive harassment, sexual abuse, sexual \egbeecention training at the
ninth grade and earlier now, and not that any comiyis free of that, but
certainly the more challenge and/or dysfunctiooahs kids' home experiences
are the less likely they are to maybe understapdogpiate boundaries and all
that kind of good stuff. | think there's a strarggrelation between socio-
economic challenges and the amount of readingttedmount of prior
vocabulary kids have. Again, the focus on literhag been a huge move for us
because it really forces us to break down whatyrdals the kids attained before
they got here. In high schools we haven't beey geod at doing that over the
years, | don't think. | personally, it took me &ile to figure it out, | regret that |
didn’t dial into that earlier. | wish that | haidyired out by 2005 or '06, instead of
2008, that we've got the handle around literacyjrbdoing that fundamental
literacy diagnosis and intervention you're in towgth what the kids have been
lacking and those are often highly correlated todhme kinds of effects that kids

have when they grow up in poverty, or at leastaibdity.
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Summary

This chapter presented four major themes and h-tltemes that emerged from
interviews with ten high school principals in tleutheastern region of a Midwestern
state who have served in their positions for adtlége years. These themes and sub-
themes, presented using the words of the pringipalped to provide answers to the
research questions centering on factors, bothtutisinal and personal, that supported
these principals’ tenure in their positions. Tharfmajor themes identified through the
interviews were relationships, balance, fit, andrge.

The first theme, relationships, centered on haavpttincipals have developed
relationships with faculty and staff, district @i personnel, the school board, parents,
community, and students and how these relationstifpsted their continued work in
their districts. Within the broad theme of relasbips, collaboration and trust emerged
as critical factors in the ongoing work of the grpals and included direction and
autonomy from the district office, and mentoringdeers, teacher leaders and
assistant/associate principals.

The second theme, balance, revealed how challemadfaging balance in the
high school principalship is for all these prindgpaSeveral stated that they found this a
never ending quest and that they will never be abiequately balance the competing
demands of work and family. Within the theme dfibae, challenges were identified in
juggling the multiple expectations of the job, madieng the needs of their job roles and
their family needs, maintaining their own persdmealth, and responses to managing the
time requirements of the position. Principals sbahe strategies they have developed to

attain some type of balance, including some thakwaly for them.
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Fit, the third theme, referred to the match thatghncipal felt with the school
district and the community. It also included ghencipals’ perception of the fit of their
current compensation with their needs and the requants of the position. For the
principals in this study, all shared that they fduhe fit with the district and community
to be good, and all felt they were fairly compeaddbr the work they do.

Change, the fourth theme, was identified by alh@pals in the study as an
ongoing factor in their positions. No matter tlebgraphic differences in their
districts, principals in this study shared a numifezommon challenges related to change
during their interviews. While the specific chaliges identified within each category
were varied, each of the principals identified dgas a challenge. Common challenges
related to change identified were: (a) studenteaaent, (b) the quest for continuous
improvement, (c) the shift for principals from sy as a manager to being the
instructional leader in the school, (d) changing ¢hlture of the school, and (e)
socioeconomic factors in the school and community.

Chapter Six will present key findings from the studiscussion of the findings

and implications and recommendations for practicefature research.
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Chapter Six

Key Findings, Discussion and Recommendations

This chapter is organized in seven sections. Feedection provides an
overview of the study and the second summarizefriiengs. The third revisits the
primary research questions posed by the study eespts the key findings. The fourth
section presents a discussion of the findings thedifth discusses the limitations of the
study. The sixth section discusses the implication practice for school districts,
superintendents, institutions of higher educatiot principals, while the seventh section
identifies areas for potential additional research.

Overview of the Study

Research in the area of educational administratorfirms that therés no
guestion that the leadership of school principakssisential to the successful operation of
schools (Protheroe, 2005; Fink & Brayman, 2006]iRigér & Heck, 1998; Leithwood,
1992, Boyd, 1992, Hargreaves & Fink, 2004; Hulll2) Principals are responsible for
ensuring that their schools are orderly, safe anwla clear focus to support student
learning. They are also responsible for increastaugent achievement, supporting and
enhancing teacher performance, keeping parensdisdtivith their children’s education,
and carrying out the directives of the school disand board. They are expected to do
this in an environment in which funding for schowlglecreasing in many places, where
political agendas for education at the state andllevels seem to direct their work
rather than the professional knowledge and skithefeducators charged with carrying
them out. These forces affect all principals, tmte more so than high school
principals, whose schools are often the centeh@tbmmunity. It is no wonder that

recent research has found that high school prifcgra leaving their positions after short
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amounts of time on the job (Fuller & Young, 200®ecent studies have found that only
about half of newly hired high school principalsnaned in their positions after five
years (Burkhauer et al, 2012; Fuller & Young, 20G@tes, Ringel et al, 2006; Gates,
Guarino et al, 2004; Ringel et al, 2004; RAND, 200/ instein et al, 2009). Yet there
are some high school principals who successfultyaia in their positions for long
periods of time. Why do some principals remaithie positions for long periods of time
while many others leave after only a few yeardairtpositions? What institutional and
personal and institutional characteristics supfi@se principals in their longevity?
What can we learn from the experience of thesecyats that will help other principals,
school districts and superintendents retain pradsipo lead their high schools? These
were the primary questions addressed in this study.

The impetus for this study came from an articledd while a high school
principal, describing how the majority of high sohprincipals in Texas left their
positions after a short time on the job. Thisneelto reflect on the turnover in principals
in our school’s athletic conference and wonder abimaisituation in our geographic area
of the state. While our athletic conference ineldideveral schools with long-term
principals, | wondered if this was true in othehnaals in our region and whether there
were any common characteristics or factors thémeniced high school principals to
remain in their positions. | wondered why in assarwhere mobility is the norm, they
chose to stay. The existing research identifietbfa that correlated with principals’
leaving behavior; it did not address why they stiaye

The purpose of this study was to examine the factmth institutional and

personal, that contributed to the longevity of hsglhool principals in their positions for
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longer periods of time than is generally seen todagecifically, the study sought to
answer the following questions:

1) What institutional factors are present that abate to lengthy tenure for a

high school principal?

2) What personal characteristics are present in $ofpool principals with lengthy

tenure in their positions?

3) How do principals with lengthy tenure view thetationships with staff,

parents, students, the district office, the comryyither administrators and the

school board?

Criteria for inclusion in the study required thatrancipal had served in the
current position for at least five years. The iggrants interviewed for this study served
from 8 to 23 years in their positions, much lontp@am more than many high school
principals today. For eight of the principalss fosition in which they served during the
study was their first principalship; two led onéet building prior to coming to the
school they served during the study. Participaitiotihie study was limited to principals
of traditional four-year, comprehensive public higghools; principals of private and
parochial, charter, or alternative schools wereimdtided in the study. Out of 14 public
high school principals in the region who met thigecia for the study, ten agreed to
participate in the study and formed the sample [adjaun.

Interview protocols were based upon issues andratdcated in the research on
the mobility of high school principals. While mdisérature focused on factors that led
to principals, especially high school principaéaving their positions, the same factors

that cause principals to leave could be viewed emely when seeking answers to why
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principals stay. Interview questions were wordedtrally so that the responses clearly
represented the voice of the participants.

This study extends previous research regardinggetingre of principals, primarily
research that examined the large scale data setsskveral states and centered on
factors that led principals to leave their posisi@iter relatively short periods of time.
This qualitative study adds to the research orcjpal tenure by focusing on the lives of
the principals, sharing the experiences of higlosthrincipals who have remained in
their positions for long periods of time, and idBmhg the factors and circumstances that
have supported them in doing so.

Summary of Themes and Sub-themes

While the principals in the study lead schools tieate varying demographic
profiles, including racial and ethnic compositipercentage of students with disabilities,
and percentage of students considered economuatigigvantaged, several themes
emerged across districts as important to the lahge¥these principals in their current
positions. Following two hour-long interviews witén high school principals
representing comprehensive high schools in a RagBducation Agency in a
Midwestern state, 4 major themes and 17 relatedlserines emerged from the data. The
four major themes are represented in Figure 6€elpthjor themes with subthemes are

found in Figure 6.2.
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Theme One Theme Two Theme Three Theme Four

Relationships Balance Fit Change

With faculty and staff Balancing the demand&Vith the school district| Continuous
of the job and within the improvement
community

With the district Balancing job and Compensation Instructional leadershi
administrative team family life
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With parents, community| Responses to balancing Student achievement

and students

the requirements of the
high school
principalship

Collaboration
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Figure 6.2 Themes
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Key Findings

Analysis of the data from the interviews identifieoth institutional and personal
factors that affected the longevity of the printgga their roles as high school principals.
Institutional factors included having a clear nossfor the district in place, maintaining
high expectations for all students, autonomy ferghincipal in hiring and developing
staff members, support for innovation and changed,fair compensation. Personal
characteristics identified were moral purpose, ptmastic attitude, impatience with the
status quo, viewing themselves as a facilitatdeathing and learning, and belief and
action in distributing leadership.
Institutional Factors Affecting Principal Longevity

School districts and superintendents play an ingoontole in a district’s ability to
attract and retain high school principals. Priatsgn this study shared a number of
characteristics present in their districts thatsangported by research in the area of
principal retention. These characteristics inctutlee presence of a coherent education
mission in the district, high expectations for &t across the district and within the
school, the ability to hire and discipline staffetresponsibility for teacher development,
and ongoing support and accountability for innawa&énd change from the school board
and superintendent (Teske and Schneider, 1999ddition, principals described their
districts as ones in which the balance betweenlitieetion given them and the autonomy
to carry out the direction were in balance. Thaythat the district provided them the
direction to carry out the educational missionha district and the autonomy to do so in
a manner that made the most sense for their faantiytheir schools. For some, this

balance of direction and autonomy was presentardistrict culture at the time of hire;
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for others, it has developed over a number of yearthe job, sometimes through a
change in the school board or superintendent.

Clear mission for the district. The presence of a clearly defined and
communicated educational mission in a school distids been identified as another
critical aspect of successful schools (Teske & &ater, 1999). The principals in this
study agreed that having a clear vision and missi@school district was important and
most participants cited a clear vision and missisipresent in their districts. Those who
identified a clear mission in their district fettiat it provided a framework that they could
use in their buildings to set expectations forfstadmbers and students and follow
through with the training and support necessarylfdl the mission. They also felt that
a district-wide mission was important to conneet schools in the district and provide
cohesion in staff development. Several princighsred that the work the administrative
team has undertaken to fulfill the mission in treggtricts occured across schools at
different levels, improving both results for stutkeand teamwork and collaboration
among administrators.

High expectations for students.High expectations for student achievement have
been noted as a one of the practices of princtpalspositively affects student learning
and achievement (Cotton, 2003, Leithwood, Seashb@ngs, Anderson & Wahlstrom,
2004). All principals in the study referenced gased expectations for student
achievement in their districts. For most, the impdor the increased expectation came
from a core belief they personally held. Thesagpals found their personal belief
supported by increased scrutiny from the statetl@expectations of the parents and

community, the school board, and the superintendent
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Of the five participants working in first ring sultas, two reported that the
impetus for higher student achievement came prlynxam them rather than from
external sources. These were districts with tigadst percent of students considered
economically disadvantaged, and among the higheeptages of students with
disabilities and members of minority groups. Theyh expressed the wish that there
were more of an effort from parents and commumtyntrease the academic
expectations for students in their schools anddabat fighting low expectations was an
ongoing struggle. For one, the struggle was r&itwith the parents and community, but
also with some long-term teachers who were hawvfiigulty with the changing
population.

The four principals in third tier suburbs, areast thave experienced a shift from
being more small town or rural school districtsrtore suburban districts with the
development of more upper end housing, sharedathiée they enjoyed a great deal of
parent and community support for increased starsgamine tension existed between the
expectations from those who live in the originalhs and villages and those who inhabit
the new high-end subdivisions. According to thesecipals, those whose families have
come through the system were more likely to supip@tvork of the school district and
its expectations for students, while the newcomeane more likely to question and
challenge the status quo and apply pressure foiftat® higher expectations and
opportunities for their children.

Almost all principals cited the achievement of gyswf students who have
disabilities or are members of a minority grou@a®ncern in their buildings. Several

referred to the achievement gap as their biggestera about student achievement,



183

especially the gap between students of differesiatgroups. At least one, however,
wondered about the will of the district to tackiestissue given the fact that the number
of students included was small, and that the ntgjstudents in the district and school
consistently performed well above state averagescbrevement tests.

While all principals in this study work in distrgctn which high expectations for
students is the norm, it must be noted that alhefprincipals led suburban schools.
Even though these schools have all experienced sareased socioeconomic and racial
diversity in their student populations, none fdoe types of challenges that confront
urban schools with much higher rates of poverty.

Autonomy to hire and develop staff The ability of principals to control staff
hiring and development practices has been citsgweral studies (Teske and Schneider,
1999; Slater, 2011; Portin, 2004) as a criticairedat in the development of successful
schools. According to Teske and Schneider, “THmnad teachers to develop
professionally and frees the principal from manyhaf time-consuming tasks of dealing
with staff who do not or cannot work together” @).2 Principals in this study all
indicated that they had been afforded a greatafdatitude in hiring faculty and staff for
their buildings. They cited the number of facldtyd staff members they have been able
to hire during their years on the job and how digant of a benefit this has been in the
development of the school culture that they desimMthen asked of what they were most
proud, the quality of the staff that they have ogether through their hiring efforts was
cited more than any other accomplishment.

Along with hiring staff members, principals in tisgidy viewed teacher

development as an area in which they maintainedapity responsibility. The principals
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in this group shared their respect for teacherstia@avork they do, recognizing that the
best teacher development they have seen is thethetieachers do with each other.
They viewed their role as facilitating resourcesesachers could have the time needed to
work together and providing direction for the acgadeprogram so that it was aligned to
the district’s expectation. This included workwgh the district office to coordinate
efforts and implementing district initiatives whiteaintaining a high level of sensitivity
to how much the teaching staff could handle at omdéprincipals in the study shared
the development of teacher leadership as a gromimgement in their schools. They
discussed how they have purposefully carved owt aimd resources to support the work
of curriculum design that is done by teachers, lao they have worked together to
effectively utilize student data to improve instran.

Support and accountability for innovation and change. All principals
interviewed discussed the changes that have octurtdeir schools since they came to
their current positions. For some, structural ¢es) such as changing the schedule for
students along with the number of courses taugiéaghers, were mentioned as
substantive changes in their schools. For otlebige in the way they went about their
jobs, including a strong emphasis on instructideatlership, was a significant change for
them in their role. Also mentioned was the incegbamount of and use of student
achievement data for both accountability and getirgy purposes. Technology was
mentioned as a major innovative tool in the workhaf principals, with some principals
guestioning if the rapid and widespread growtheghhology is always a good thing.
Several principals felt the pressure to expandiigeof technology in their school due to

its significant presence in the elementary and feiddhool. Some wondered if change
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for change’s sake was the expectation relative¢briology and questioned if it always
provided the best benefit for the students.

What was universally important to these principads that they were held
accountable for the changes that were expecteldebgahool board and the
superintendent, that they were being held accolafabthings that they held direct
influence over, and that they received supportforing forward with change when it
generated apprehension for staff members or paaadtsommunity members. Overall,
the principals interviewed indicated that they wieeeng held more accountable for the
right things and that they did receive the suppedded to move forward with a change
effort confident that would be successful.

Fair compensation. Park and Word (2012), in a study of extrinsic amdmsic
motivation of public and nonprofit managers, reveelwesearch in this area, finding

Research has consistently demonstrated that... psddior employees are less

likely to be interested in extrinsic rewards andrendely to value intrinsic

rewards... Public employees tend to be more affdgte@mmitted (i.e.

committed to the organization’s culture and valweg) highly motivated by a

concern for the community and a desire to servetitdic interest or intrinsic

values...

This study supports Park and Word’s findings altbetmotivation of the public
sector principals in this study. While some stadi&principal mobility cited
compensation as a reason given for principal mowemnoeother positions (Fuller &
Young, 2009; Baker, Punswick & Belt, 2010; Long0@}) every principal in this study

felt that their compensation was fair for the jbbyt were doing. And while three cited
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the potential for increased compensation as affatciaitially pursuing an administrative
career, only one indicated that he came to hiseptgeb because it provided a higher
level of compensation than he received in his gurarcipalship. These principals felt
that while compensation was important and they afair compensation for their
work, it was not the primary motivator for remaigim their positions. While most
shared that they felt educators in general anctip@ts specifically are not paid what
they are worth for the work they do, they accepleslas something that they knew when
they entered the profession. They all statedttiet school districts fairly compensated
them for their work within the ability of the digtt in which they were currently
working, and that their current compensation wasardriving force for them to seek
other positions at this time.

Personal Factors Affecting Principal Longevity

In addition to the institutional factors affectipgncipal longevity that emerged
from the data, several personal factors were fonmdmmon among the participants.
They included of moral purpose, impatience withgtetus quo, a view of self as the
facilitator of teaching and learning, both beliefand action toward distributing
leadership in the organization, and family support.

Moral purpose. Fullan (2001) defines moral purpose as “acting \thih
intention of making a positive difference in theels of employees, customers and society
as a whole...”(p. 3). Principals in this study vigwir work through a lens of moral
purpose. Whether they stated their desire to ‘iskepthe building through all the
changes” so that teachers could focus on instnu¢8aott), supported the startup of a

Gay-Straight Alliance at the school so that thediwf students could be improved (Ed),
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struggled with a way to find what he felt were langerdue pay raises for the teachers
(Frank), or to be able to “say the place is a bsfpet because of the work you did when
you were there” (Paul), the principals intervievatidsshared and clearly communicated a
sense of moral purpose in their approach to therkw

Optimistic attitude. The principals in this study shared a positivawadt and
commitment to their work, including continuous imapement of their own knowledge,
skills and abilities. While all acknowledged tHeallenges that come with their
positions, their responses to interview questioesi$ed on the positive aspects of what
they do. They approached their work from a “glaai full” perspective, realizing that
no workplace is perfect and that the challengeg knew they have are the challenges
they choose to pursue. Several stated they caldnvision working elsewhere,
sometimes because their families were so muchtap#re school and community that
it didn’t make sense to them to contemplate chan@thers because they had made
clear commitment to the work they are doing andvkiimat work is far from over.

Impatience with the status quo.Teske and Schneider (1999) cite their own
work in the study of public entrepreneurs, those Wwave “revitalized and transformed
local governments” in their discussion of succdgsfuncipals in New York. They define
an effective transformational leader as one wialext to opportunity and unfulfilled
needs” (p. 22), able to take the risks necessagpytsue a course of action without
knowing the consequences in advance, and “ablsstenable and coordinate teams or
networks of individuals...that have the talents aggburces necessary to undertake
change” (p. 22). As with the principals that Teskel Schneider studied, the principals

who participated in this study also “took riskszse opportunities, and worked to
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establish a cohesive like-minded network of pardetechers and staff” (p. 22). The
primary focus of change for these principals tduk fiorm of initiatives to improve
instruction in their schools in order to improve @chievement of the students.

Facilitator of teaching and learning. More than ten years ago, Gerald Turozzi
(2001), then executive director of the National @gation of Secondary School
recognized the skills and mindset that principaisild need to develop to take on the
challenges of leading schools in a changing enuiemt. He cited the need for
principals to focus on leadership and vision andegcome a facilitator of the teaching
and learning process, adapting to changing circamess and with a commitment to
“lead the accountability parade, not follow” (p.833 The principals in this study view of
their role as facilitator of teaching and learnagga primary focus of their work,
recognizing that this is the area in which theydsekto devote their time and developing
strategies to ensure that this happens. Theseiala maintained the view that
improved instruction is their ultimate goal, onattthey would be held accountable for.
While they recognized that the managerial aspddenaling to a high school must be
attended to, they have developed ways to ensur¢eihehing and student learning are at
the forefront of what they do each day. One way thany have done this is by
managing their schedules to take care of manyep#perwork tasks during the early
morning or evening when teachers and studentsaiia the building.

Belief and action in distributing leadership. These principals recognized that
teacher leadership is the key to improved classnostruction and ultimately student
achievementThey also recognized that they don’t hold all theveers, that teachers

have the expertise and skill to make instructi@egisions, and took measures to initiate
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and support teacher leadership efforts in theildngs. This sometimes took the form of
the development of building leadership teams (D&noif support for professional
development and curriculum based work outside eftthool day and school year (Sam)
or simply meeting with teacher teams in which iastion was discussed in a way not
previously seen in the school (Jason). As theyedlthe direction and autonomy they
received from their school district, these pringga turn provided that same direction
and support to their faculty and staff, providingedtion for the improvement of the
educational program and autonomy for teachersveldp and implement ways to
undertake the improvement efforts. These prirsipso maintained a close view of the
work of the instructional staff and, therefore, Wnehen to push and when to lie back,
accomplishing more in the long term.

The principals in this study also valued the raid aontributions of their
assistant/associate principals and took stepsuotste their roles in a manner that
developed them as instructional leaders rather dttendance and behavior monitors.
This sometimes took the form of restructuring tdenanistrative team to differentiate
roles by having a designated dean of students negifle for student attendance and
behavior issues, freeing up the assistant/assqmistteipal to focus on instructional
issues and teacher evaluation. Principals aldgresstheir assistants/associates to lead
specific projects such as the school’'s Respong#dovention (RTI), Positive Behavioral
Intervention and Supports (PBIS), student datkingcand analysis, and building
schedule, giving them the responsibility to camy the initiative, the autonomy to do so,
and the accountability to the principal for theules Eight of the principals in this study

all male, work with 9 female assistant/associabecgrals. Seven principals work in
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schools in which one of their assistant/associateipals is a female; in one school,
both assistant/associate principals are femalégsdthat commented on their work with
their female associates all spoke of their apptiecidor the different perspective that
these women brought to their positions and the atnative team, acknowledging that
they have different relationships with the buildstgff than the principal, and the
combination of the principal’s relationship and #esistant/associate’s made a stronger
administrative team. The principals in this stagypreciated the value that diversity
brings to the administrative team in the school.

Family support. Principals interviewed cited the support of thammilies in their
ability to stay in their positions as long as timaye. All participants in the study are
married, most for the first time. One participdigcussed his divorce, not attributing it
to the job, but feeling that the pressures of teedidn’t help the relationship. He is
committed to not having that happen again and hitged his response to activities at the
school as a result. Several discussed the rolehtbatwives took in reminding them of
their family life when the pressure of the job agel to take a disproportionate amount
of their time. Of the principals in the study, foeside in the community in which they
work, three do not live in the community but resielose proximity to their schools
and three live in another part of the metropolaasa from their schools. Regardless of
the location of their family, most of the principalescribed ways in which they have
integrated their family life into their work lifeylbringing children, especially when they
were young, and sometimes spouses to events sthioel, recognizing that visibility
was an expectation of their districts, and strivimdpalance their lives between school

and family. In addition, these principals havee&leped strategies to help them balance
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work and family life. One principal shared thatiates that his wife and children come
to school with a picnic dinner so they could all egether before one of his evening
activities; others described coming to work in &aely hours of the morning, while still
others return late at night to attend to the wbd¢ tloesn’t get done during the day.
Three described how they’ve stepped away from détece at every event, and have
developed strategies to have the visibility thattknow is required by the job without
sacrificing their family life. The paradox thatd@cidentified, of the community
expectation that the principal be a family persatheut time to be with their family is
one that resonated throughout the conversatiorsttse principals. Principals and
their families approached this expectation in défe¢ ways. The four principals who
resided in the community in which their school Wwasated reported that their families
were active participants in the school communitgidsone principal who lived within a
fifteen minute drive of his school. For the otbeprincipals who lived outside the
district, family support was more indirect. Rathigan being actively involved in the
school community, family support centered aroundchtaaing the family at home,
understanding the expectations for the principdla@t school events. No matter what
strategies the principals utilized to balance tixgrk and home life expectations, it was
clear that this was on their minds, and somethuagythey went to great lengths to
navigate.
Relationships

The importance of building and maintaining positre&tionships in school
leadership is well established in the literaturRelational skills have been identified as

having a significantly larger impact on organizatibperformance as analytical skills do
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(Reeves, 2002), are viewed by many as a key sktlgrincipals need to have to
successfully implement change in their schools K&esd Schneider, 1999; Fullan,
2002), and seen as the foundation for an organiz&ti flourish (Hoerr, 2005). Fullan
(2001) stated:

...we have found that the single factor common taesaccessful change

initiative is thatrelationshipamprove. If relationships improve, things get bett

If they remain the same or get worse, ground is |dtius leaders must be

consummate relationship builders with diverse peapld groups — especially

with people different than themselves. Effecteaders constantly foster
purposeful interaction and problem solving, andveaey of easy consensus.

(p- 5)

Establishing and maintaining positive relationshwgse cited by all principals in
the study as critical factors in their tenure ieitlpositions. These principals recognized
the importance of relationships and put signifidane and effort into relationship
building and care. They were clear to point oat fpositive relationships were not free
of conflict, but that establishing and maintainorggoing positive relationships with
diverse groups, including the district office amticol board, staff members, students and
parents allowed them to successfully face challeragel tough discussions with these
groups.

Of the groups with which high school principalseirgct with regularly, their
relationships with the school board, superintendeuil faculty and staff are the ones that
most influence their tenure in their positions. eQmincipal specifically mentioned

changes in the membership of the school boardwsngaconcern for his desire to
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remain in his position, noting that the new boardmsed to be taking away educational
decisions from educators. Others cited apprecidtothe direction their boards were
taking, especially related to the educational dioecfor the district. The types of
relationships that principals have with the scHmmdrds vary among the participants, but
all are mediated to some extent by the superintegndad all principals expressed
appreciation for this. They described a varietyvals in which the interactions between
the superintendent and school board affected w@ik. One principal cited coming to
board meetings as part of the administrative tesua r@ew practice he appreciated, since
he had little contact with the board under his pres superintendent. Another described
how he felt the formal interactions that he hachwite board while presenting formal
reports was beneficial to their relationship, hatthe appreciated that the superintendent
routinely handled interactions with board membhbet involved questions or concerns
about building related matters. Four principalscdssed the importance of the
superintendent as a mediating force between thehthenschool board when children of
board members were students in their building&/hen discussing relationships with
their school boards, the majority of the principial$ that their current relationships with
the board were positive and important, but theg aldicated that this was subject to
change as the board changes.

Relationships with the superintendent were mentdneall principals as critical
to their tenure in their positions. Overall, threported strong and positive relationships
with their current superintendent. Several nobed their current superintendent was not
the person who hired them, but that they had @bedtationship with the new

superintendent than the one who did hire thematReiships with current or prior
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superintendents were mentioned frequently as arfatthe tenure of the principals.
Participants felt that it was important that thegrevable discuss situations with their
superintendents honestly, especially when theyahdifference of opinion. They
appreciated knowing where they stood on an is3iney also mentioned that they
preferred a relationship in which they were toldatwvas expected of them, held
accountable for it and given the latitude to makeppen. Another area in which the
superintendent-principal relationship was identiféess important was in the support for
change and innovation in their schools. Principakd times that they took risks to
accomplish their goals and received the suppot tieeded to see it through. The fact
that these principals who are change agents, Imes@me cases implemented changes
that have significantly changed the educationajaim and/or climate in their school
and have remained in their positions speaks tstiieagth and significance of a positive
relationship between them and their superintendémfsct, several principals
acknowledged that they have pondered their ownrdighould their current
superintendent leave.

Finally, relationships with faculty and staff weaiéed as critical to their success
in remaining in their positions for long periodstimhe. Some attributed this to the high
percentage of the faculty that many of the prinsipr@terviewed were able to hire. As
one principal indicated, hiring like-minded peoplio could carry out the direction the
district and school were moving made his job someasier. Others spoke of the
friendships that had developed between them ane staff members over the years, and
the challenges that sometimes pose. It was nbagdieveloping and maintaining

positive relationships with teachers from the bemig made the hard conversations
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easier to have, especially about teacher perforejdrecause a relationship of respect for
both the individual and the mission of the schoaéwhe building block for the
conversation.

Discussion

The schools led by principals in this study repnéseé a range of demographics,
district philosophies and locations. The princigatduded those of different ages,
backgrounds, paths to the principalship, and planthe future. These principals also
differed in personality and style. Some were oing@nd demonstrative in their
discussion; others were reserved and took a mlestige approach. However, they all
shared some common philosophies and traits regatdeir approach to their positions.
They viewed their jobs as primarily facilitatingetivork of others, both teachers and
students. They value the relationships that thegeveloped across populations. They
expected and appreciated the accountability thaecaith their positions today. They
liked change, and have been at the forefront ofesorajor changes in practice within
their districts. While principals in the most rat&let Life survey of school principals
revealed that most principals feel their jobs hla@eome too complex (Met Life 2013),
these principals relished the complexity of theles, commenting that it is often what
drives them.

Information from the interviews suggests that thasecipals have remained in
their positions for long periods of time for a ey of reasons, but that there are some
institutional and personal factors that are comm@mong the participants. The school
districts in which these principals work have a@opand implemented clear educational

missions that focus on student achievement andteféeteaching as hallmarks of their
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programs. School boards and superintendents étiiikiring decisions for faculty and
staff to the principals and hold them accountabtedeveloping the people they hire.
Superintendents follow through on the implementatbthe mission, holding principals
accountable for results and providing them the manoy needed to accomplish the tasks.
Research in the area of principal mobility anditadtr has examined principal movement
and identified several characteristics of orgamzet related to principal movement.
These included low student achievement, high pgvates of the student body (Fuller &
Young, 2009; Burkhauser, Gates, Hamilton & Ikem@@l2), the racial makeup of the
student body, and the racial/ethnic backgroundhefprincipal (Gates, Guarino,
Santibanez, Brown, Ghosh-Dastidar & Chung, 2004 )addition, several studies
identified relationships with the school board, eitendent and district as reasons for
principals leaving their positions (Tennille, 20@;ans, 2011; Johnson, 2005). Other
studies point to compensation as a reason for sgekiother position (Fuller & Young,
2009; Baker, Punswick & Belt, 2010).

This study supports previous studies as it reptegbe converse of the findings
of the previous studies. While all of the dissitte principals worked in have
experienced changes in the socioeconomic and mraalktup of their schools over the
past ten years, all maintain relatively high lev&#lstudent achievement and none have a
student body that is primarily composed of low-imesostudents. With the exception of
one school, all the student bodies in the schoel®\wredominantly white. In addition,
the principals in this study reported positive tielaships with their superintendents and

school boards and feel they are being fairly corsptad for their work.
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Personally, the principals shared positive outlpglesiuine concern for the people
they work with, both faculty and students, and waear that student learning and
achievement was their primary concern. They tdufte faculty they work with to carry
out the direction they provided by distributingdeaship across the school, held faculty
and staff accountable for their teaching and thieidents’ learning, worked with staff
members to improve instruction through the useatd dtook great pride in the staff that
they hired and developed and the culture they akle to build, and always worked for
continual improvement, in their schools and fomtiselves. These principals are
positive, focused individuals.

Principal Longevity and Change

Change is the ever-present word in schools todand principals are expected to
lead the change process in their buildings. Thigggaants in this study can be described
as change agents in their schools, with some Igaignificant changes that resulted in
schools that look very different from the ones tkeatered as first year principals. Others
continue to lead their faculty and staff througé beginning stages of the change
process. Research in leadership and school chealtges that change takes time,
frequently defined as at least five to seven y@aoyd, 1992; Protheroe, 2005; Teske &
Schneider, 1999; Fullan, 1991; Kotter, 1995). Ehmsncipals have served in their
positions long enough to effect some level of cleaingheir organizations.

Fuller and Young (2009) found that “just over 50¢tmewly hired high school
principals stay for three years and less than 3@86fsr five years”. If change takes a
minimum of five to seven years and principals gathedo not remain in their positions

for more than three to five years, it is understdotel why the changes in schools called
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for today are not happening in many places. Thecymals in this study all served in
their positions for at least eight years. Theydhdnge in their schools. A look at the
factors that emerged from the study may help craatenderstanding of how these
factors work together to create an environmenthictvprincipals can take risks, make
changes, and remain in the positions for sufficiené for the changes to become part of
the school culture.

Getzels & Guba (as cited by Getzels, Lipham & Caeliph968) offer a view of
social systems theory that describes the fit batvilee needs and responsibilities of the
organization and the personal needs and dispositibthe individual. In this theory, a
close the fit between the needs of the organizat@hthe needs of the individual leads to
both effectiveness for the organization and perseffigacy for the individual. They
identify the questions that they describe as tirakissue in a social system, “What are
the dynamics of the interaction between the extgrdafined role expectations and the
internally given needs-dispositions?” (p. 83). Taga from the study support the idea
that the principals interviewed found the balancéheir school districts between the
priorities of the district and their personal neadd dispositions. Working in a situation
in which both sets of needs and priorities arealaibce contributed to the principal’s
longevity in their positions.

Relationships with superintendents and school [soarte cited as positive
factors in the lives of the participants and preddhe base for the development of trust
between the superintendent, the school board angrthcipal. These districts
maintained a clear educational mission and framkewathin which district personnel

worked. With trust an established factor in thielationship and a clear mission in place,
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principals were afforded the autonomy needed teuakle change in their buildings.
Most often, the hiring and development of staff rbens were areas in which autonomy
was clear. Autonomy is an area that Teske andesdtin(199) identified as critical in
the retention of principals.

Having the autonomy to hire and develop staff mesipeovided principals with
the ability to implement the district’s educationaiksion with people in place who
possessed the skills, abilities and mindsets napess do so. Data from the interviews
suggest that the relationships, trust and autorsesgribed by the principals led to the
development of a sense of confidence and competbatallowed them to continue to
pursue the changes in their schools that contiod@yt In turn, the sense of confidence
they held in their positions led them to beginmiisiting leadership to others in the
building and supporting others in building theadership capacity. Distributing
leadership in the organization contributed to nmgethe needs of the organization,
getting the work done, and meeting the individuggds of teachers to share their skills
and abilities. In addition, with leadership distried throughout the school, the principal
was able to define his role more distinctly thars\weeviously possible, and devote his
time to those things he found most critical. Withthe day-to-day responsibility of
leading all change in the building on his should#rs role of principal becomes more
manageable and sustainable. It is reasonablentduxte that working in an environment
in which the balance between organizational andgrexl needs was tight increased

productivity and satisfaction and contributed te tenure of the principals.
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Benefits of Staying

Some principals interviewed discussed the ideattteae was a shelf life on the
high school principalship and that no one individt@uld be expected to do the job for
extended periods of time, with seven to ten yeiesl @s a reasonable tenure. Some
research into the principalship supports the vieat the job is too big for one person to
handle (Muffs & Schmitz, 1999; Fuller & Young, 2Q@9ray, 2001; Grubb & Flessas,
2006; Walker, 2009). Other participants talkedwtlibe fact that their longer tenure
brought with it an opportunity to extend their leeship and attempt new things, things
that they wouldn’t have tried early on in theirearin the building. Many of the
principals interviewed shared that one of theiranahallenges was staying fresh in their
jobs, not taking their position for granted. Thes@cipals also shared that distributing
leadership among teachers and other faculty ibtilding contributed to their own
growth, that they were learning from those theydad that this was a benefit to them.
They felt that they had been in the position longugh to master the technical aspects of
the job and could concentrate on broadening traelship circles in their staff.

By distributing leadership and sharing respongihithese long-term principals
were able to step back from some of the day-toegeeyations that they had been
involved in their early work on the job. They wextgle to share the leadership for
curriculum development, district initiatives, analteurricular activities to others, helping
others build and develop their skills and abilitibile learning themselves. This
contributed to their sense of self efficacy andpgufed further institutional and personal

growth.
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Limitations of the Study

This study presents the viewpoints and experieat&® high school principals in
a specific geographic area of a Midwestern stéiaiisg their perspectives on their
tenure in their positions which is longer than magh school principals seen today.
While the information gathered is valuable and pdes insight into actions for school
districts and superintendents to consider in tiég@ractions with their high school
principals, there are limitations to the study timast be taken into account when doing
so. First, the sample size is small and the opgand experiences of this group of high
school principals cannot be generalized to a lgpgeulation. Second, the sample
includes only principals of suburban high schoalkspf whom are White males This was
not the original intent of the researcher; howewéthe 51 potential participants, only
two urban high school principals and one female tietriteria of serving in their
position for at least 5 years. The two urban ppals did not respond to the researcher’s
request to participate and the female principalided to participate Therefore, the
context in which these principals work may not lyasanslate to action in settings of
differing demographic makeup, different politiclcamstances or governance models.

Implications for Practice

Information gained from this study leads to recomdagions for consideration by
school officials, superintendents, principals, argditutions of higher education that
prepare individuals to assume the role of principdiose recommendations include:
For School Boards and Superintendents

e Given the fact that the literature supports thaittat substantive change takes
between five to seven years to occur and mostd$gegbol principals leave within

their first five years on the job, school boardd aaperintendents should examine
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and develop support systems to assist principalagltheir first five years on the
job. Asking principals to determine the kind opport that they feel need would
be a beginning step.

School boards and superintendents would be wikedp in mind the sometimes
delicate balance between the direction and autortbeyprovide the leaders of
their schools. Principals should be provided diogcfor the educational program
for which they are responsible and autonomy to watk their staff to determine
the most effective method for implementing thatgoeon in their school.
Principals also need the autonomy to hire and dgvetlaff members to carry out
the educational program with individuals who shaeevision of the district and
the school.

While compensation was recognized in the literafigr@ reason for principals
leaving their positions, it was never mentionethis study as a critical factor in a
principal’s decision to stay or leave the positi@ncurrently holds. School
boards and superintendents should be aware thdethand for quality high
school principals is increasing, and that while¢bmpensation offered should be
fair for the location and market, it appears tesbeondary to other factors that
influence principal decisions. Offering a highalasy in an otherwise
unattractive environment is no guarantee of aftigand retaining a quality
leader who will remain in the position.

School boards and superintendents need to carefsslgss the impact of their
approach to change, especially the pace at whiahgghis expected. The

principals in this study welcomed well thought ceievant change in their work.
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They are concerned with the impact that the padenamber of changes
expected has on their staff and monitor closely haveh their staff can
effectively undertake at one time. This is an aneahich meaningful discussion
with principals prior to undertaking a major chamgelld result in better
implementation.

e School boards and superintendents should examamebibliefs about the
longevity of high school principals. Questionsytimeight ponder include: Do we
recognize how challenging this position is? Dobe#eve that moving principals
every few years is positive? If so, is there reseso support this belief? Is there
a downside? Do we support principals through diffi situations? While
ineffective principals certainly deserve scrutimggerhaps removal, school
board and superintendent support is clearly impottaretaining the principals
the organization desires to keep.

For Principals

e Individuals who are seeking to become principatsusthcarefully study the
programs offered in institutions of higher educatio preparation to become a
building administrator. Selection of a programtthiaphasizes the research on
relational leadership and focuses on the changeepsp innovation and
distributed leadership will better prepare candiddor the future of the
principalship rather than those that continue tugoon more traditional areas of

principal preparation.
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Prospective principals should seek information albioei priorities of the district

to which they are applying, the type of structurat texists and examine the match
between district priorities and structure and tl@n needs and dispositions.
Principals should also carefully examine the fitween the district to which they

are applying and the priorities they have in tinerk and family lives.

For Institutions of Higher Education (IHES)

Periodic review of leadership preparation prograhmsuld be considered to
ensure that principals are exposed to the exparsethey will need to face the
rapidly changing challenges of the high school@palship today. While
managerial tasks, such as budgeting or schedulengrgortant aspects of the
job, they are technical skills and should take ekis®eat.
IHEs and school districts should consider theie ialthe ongoing professional
development of principals. Collaborative relatioips with school districts could
develop to provide information and ongoing supp@firincipals as they navigate
the ongoing changes in education.
Support to new high school principals is anotheaan which IHEs could
consider development. Specifically, identifyingsessful long-term principals in
the community and seeking their thoughts on theldgwment of support systems
tailored to the first three to five years of a pipalship would be a place to start.
Recommendations for Further Study

While the area of principal tenure and retentiobasoming more frequent in

research studies, it has primarily focused on disive studies that provide information

about the reasons that principals have left thesitppns. There are few studies that



205

examine the reasons that principals stay in pastioVith the changing landscape of
school administration today, there is a benefietwn about the factors that enter into a
principal’s decision to remain in positions for fstient time to accomplish the kinds of
changes desired in schools today.

Additional research is needed to ensure that éie=s of women and members of
minority groups are included in conversations abtig high school principalship.
Participation in this study was limited to high eohprincipals with at least five years of
experience in the same building. In addition is #table group of principals, the
movement of high school principals in urban dissievhere principals may experience
more frequent moves as a matter of routine, needisi@nal focus and study. Further
study related to the tenure of experienced urbgh school principals regardless of time
in an individual building and exploration of theopgssional and personal characteristics
of this group of administrators would provide adxditl insight into common factors that
affect the longevity of high school principals. I&ed to this, questions of best practice
for school improvement and principal movement nedoe addressed, as current
research indicates that change efforts require tontake hold and become sustainable.

The issue of the employment and retention of ferhah school principals
continues to be an area in which additional stgdyeeded. The majority of the
principals in this study work with female assistassociate principals in their schools.
Of the ten schools represented in the study, ¢igtitat least one female
assistant/associate principal; in one school bs¢istant/associate principals were
females. Yet there was only one female high schantipal in the sample population

that had met the longevity criteria to be considdoe this study. With the number of
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assistant/associate principals in the participasigpols, additional studies that focus on
the career aspirations of female assistant/assqgiatcipals and the factors that
influence their decisions to pursue the princip@lgt a high school would add to the
literature. Are female assistant/associate pridsiploosing not to apply for high school
principalships, and if so, what factors affect tlugcisions to pursue the next level of
school administration typically followed by male€* do they pursue and obtain high
school principalships but leave within the firstefiyears? |If this is the case, what factors
play into their decisions to leave before lastihgrige can be successfully implemented
in their schools? These are questions that desgtmation as the underrepresentation of
females in the ranks of high school principals cuorgs.

Further exploration of the concept of fit and khgh school principalship,
specifically related to members of minority grogmsl females, is also recommended to
examine the relationship between the communityeswof the high school principal and
the absence of members of minority groups and fesnalthese positions on a long term
basis. Additional research that examines how dabmards, superintendents and
communities view the role and expected skill sehefhigh school principal would be a
start in examining this

The area of principal preparation is another tdépicadditional research. While
this study did not address the issue of the adgopfatte principals’ preparation
compared to the demands of their positions today,i$ an area in which additional
research could provide information that would bli&hle to institutions of higher

education and aspiring building leaders.
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Finally, because the literature indicates thatificant and substantive change in
a school involves processes that take time, rels@aithe area of leadership succession
and planning in high schools is an area that cptogtide school districts,
superintendents and high school principals witbnmiation about how to sustain the
changes they work so hard to institute.

Summary

The purpose of this study was to describe the éxpegs and factors, both
institutional and personal that influence high ssthwincipals to remain in their positions
for a longer period of time than is usually seedato Ten principals who had served
more than 5 years in their positions in comprehan8i12 high schools in a major
metropolitan area participated in two hour-longmtews to gain their perspectives on
their tenure. Specifically, they discussed factortheir districts and in themselves that
supported their lengthy tenure.

Four major themes emerged from the analysis ointieeview data:
relationships, balance, fit and change. Relatipssimcluded those with the
superintendent and school board, faculty and ataffparents and students. In addition,
the areas of trust and autonomy were discussedrasfirelationships. Balance included
balancing the multiple demands of the job, baldreteveen work and family, personal
health, and discussion of strategies that the jp@te had developed to manage the
necessary balance. Fit referred to a match welstmool district and community, and
also encompassed the area of compensation. Fittadlyheme of change included
continuous improvement, instructional leadershifanging culture, student achievement

and socioeconomic factors.
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This study provides insight for school district&lasuperintendents, principals and
aspiring principals, and institutions of higher edltion as part of their role in the
development and retention of effective high schwoicipals. School boards and
superintendents can use information gained frosighidy to examine their district
practices regarding change, and specifically theuarhand pace of change that a school
staff can successfully implement. They can alsothe information to study the
district’s beliefs and attitudes toward principablility and if institutional practices may
inadvertently work against retention. Informatioom this study can also be used to
assess the balance between direction and autor@ngxists in a district, and how that
balance may affect principal mobility.

Aspiring principals can use this study to learmfrthose principals whose tenure
in their positions is greater than average todByey can use information to assess the
principal preparation programs they may be consigdo determine if they are
addressing the issues that are important to pateipday. They could also use this
information to assess the match between a prospetistrict’'s goals and their own
needs and strengths.

For institutions of higher education, this studg\pdes information about the
kinds of challenges high school principals arerfg¢bday, especially in the rapidly
changing world of public schools. The informatfoom this study could be used to work
in collaboration with school districts to desigmppart programs to get high school
principals over the five-year hump, and hopefullgd to longer tenure and sustainable

change in high schools throughout the area.
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Since I'd been a high school principal at one timeny career, | came to this
venture with bias and my own experiences as a Heml- things | worked to overcome
as much as possible. Having worked with some ep#rticipants of the study as peers
in neighboring school districts, | thought thatlekv them. But as the study progressed, |
found | had a lot to learn. The group of indiviuaho participated in this study led me
to greater insights about the challenges theydacehow they conquer them, regardless
of the location or demographics of their schodlbeir common experiences provide
valuable information for those seeking to not amdgruit effective high school principals,

but to retain them.
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Appendix A
Interview Guide #1 — Initial Interview with a Principal
| am investigating the factors that influence hsghool principals to remain in their
positions during this time of ongoing expectatiémschange and would like to hear your
perspective on this issue.

1. Let’s start with some general information. Howddmave you been an
administrator? Why did you decide to become aniadtnator?

2. How long have you served in your current positidd@w did you come to be
principal of this building? What experiences lediyo this position?

3. Think about and tell me about your first year aagpal of this building. What
were the biggest adjustments you had to make fraun grevious position?

4. Let’s talk a bit about the school district. Hase thistrict changed during your years
here? In what ways?

5. Have the expectations your district has for yoprascipal changed during your
tenure in this position? What were the expectatiarnyour first year? What are
the expectations now?

6. I'd also like to know about the expectations that yrave for yourself. Have your
expectations for yourself changed during your tenarthe position? What were
your expectations in your first year? What arery@pectations now?

7. How do you grow professionally in your current giasi? How is your growth
supported by those around you?

8. Who do you go to when you need professional supptvhen you need someone
to bounce ideas off of or discuss difficult sitoat you're facing?

9. Is there anything else that you'd like to sharenwmite today?
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If time---let’s talk a little bit about your relatnships with others in your school
community: students, parents, the district offibe, school board, other administrators.
How do those relationships influence your decigmremain in this position.
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Appendix B

Interview Guide #2 - Follow-up Interview with a Principal

You've had a chance to review the transcript framfost interview and reflect on your
experience as a high school principal in the saosétipn for a length of time. I'd like to
expand on the first interview today.

1. Tell me about your greatest challenges in thistmosi What do you struggle
with the most?

2. Let’s move on to your greatest accomplishmentgigposition to date. Of what
are you most proud? How do you know it was a figamt accomplishment?

3. What do you have yet to accomplish in this posRidbo you have any regrets
about remaining in this position for the lengthiafe you’'ve been here?

4. I'm going to identify some factors associated vitta high school principalship
today and ask that you respond to the issue fram gerspective in your
position. For each item please talk a bit abowt haich of a role the topic plays
in your principalship and to what extent the areghtinfluence your decision to
remain in the position.

a. Student achievement

b. Socioeconomic makeup of the student population
c. Racial/ethnic makeup of the student population
d. Accountability

e. Complexity/intensity of the position

f. Relationships with

i. Building staff and faculty
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ii. The district office
lii. The school board
iv. Parents
g. Compensation
h. The politics of schools
i. An emphasis on change
J. Time
k. Family
. Are there other factors that | haven’t named thghtinfluence your decision
making about remaining in this position?
. What are your long-term professional aspiratiok&Rv long do you want to stay
in this position? How does it contribute to yooind-term goals?
. What else is important for me to know about yoamagducator and your tenure
in this position?

How do prefer to be contacted if there is a needdidow-up to this interview?
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Appendix C

Patricia A. Luebke
6220 Upper Parkway North
Wauwatosa, WI 53213

Dear (High School Principal):

My name is Patricia Luebke and | am a doctoralestitidt the University of Wisconsin —
Milwaukee in the field of administrative leadershilpam also a recently retired school
administrator in southeastern Wisconsin. In nisgettation | plan to examine the longevity of
high school principals in an era of rapid and iseenhange for schools, specifically for high
school principals who have served in their prepesittion for five or more years. Through my
study | hope to identify institutional and persofators that influence high school principals to
remain in challenging positions for longer periofisime. The information from this study can
be useful to school districts and institutions igiher education as they identify ways to support
high school principals in their work.

My initial examination of data about high schodhgipals in southeastern Wisconsin led
me to identify you as a principal who has servegouar present position for at least five years. |
am requesting your participation in this study. u¥participation in the study would consist of
two one-to-one interviews. Each interview willtli®m sixty to ninety minutes. The time and
place of the interviews will be scheduled at yoomyenience within the next two months. The
interviews will be audio-taped and professionalnscribed by a confidential transcription
service, and you will have the opportunity to rewike interview transcript to ensure that it
clearly and accurately represents your views. Héeiyour name nor the name of your school or
district will be used in the study. All interviengsponses will remain confidential. You may
withdraw from the study at any time during the ms®

I will contact you within the next week to answayajuestions you may have about the
study, provide any additional information that yoay need, and hopefully arrange a date and
time for an interview. Thank you in advance fonsidering participation in this study. Through
this work we will expand the literature on prindipatention in high schools. Please do not
hesitate to contact me if you have any questiomseed additional information at this time. You
may also contact my doctoral advisor, Dr. Gail Setier, at (414) 229- 5253 or by email at
gts@uwm.eduf you have any questions or concerns.

Sincerely,
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Patricia A. Luebke
University of Wisconsin-Milwaukee Graduate Student



224

Appendix D

Thank you for agreeing to participate in my reskatudy regarding the
longevity of high school principals in southeastéfisconsin. | am looking forward to
talking with you about your experiences as an eu@nd as principal of
High School.

As we discussed, your interview is scheduled for and will be
conducted at Highdst. Attached you will find a consent
form for participation in the study. Please retiaumtil the time of our interview and |
will then collect it at that time. I'll bring a Iné copy with me as well. As we also
discussed, your name and the names of your scigiottland school will not be used in
the study. Confidentiality will be maintained ith aspects of the study.

Again, | would like to thank you in advance foruygarticipation in this study. It
is sincerely appreciated. As a former administratmow how busy your schedule is
and how precious your time. Not only will this wassist me in completed my doctoral
degree at the University of Wisconsin-Milwaukeewill also add to the literature on the
longevity of high school principals in an era gbichand intense change.

Please let me know that you have received thisagesand if this date still fits in
your schedule. And please feel free to contacifiy@u have any questions or need
additional information about the interview or abthg study. | can be reached at 414-
258-6443 (home), 414-704-9405 (cell), or by emadauebke @uwm.eduYou may
also contact my doctoral advisor, Dr. Gail Schneide(414) 229-5253 or by email at

ats@uwm.eduf you have any questions or concerns.

Looking forward to our conversation,

Pat Luebke
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Appendix E
CONSENT FORM

| consent to serve as a participant in the resdaxastigation entitled “High School Principals
who Stay: Stability in a Time of Change”. The ggal purpose of the study has been explained
to me by the researcher, Patricia Luebke, a graditatlent at the University of Wisconsin-
Milwaukee. | understand that the purpose of tiseaech is to describe the experiences and
factors, both institutional and personal that iefiae a principal to remain in a position for a
longer period of time than is commonly seen todaglso understand that the research
procedures include two interviews, of approximatakty to ninety minutes with the researcher.

The potential benefit to participants in the stiglio play a role in developing an expanded
knowledge base about the factors that lead higha@ghrincipals to remain in stressful
challenging positions. This research can be atlliay superintendents and school boards as they
examine ways to retain individuals in these posgioThe information from the research can also
be used in higher education leadership developpregrams to assist aspiring principals in
learning about factors that may influence theiemébn in the position of high school principal.

A potential risk in this project could be conceat®ut confidentiality. | understand that my
participation is voluntary and that all informatimvolved in the project is confidential. My
identity will not be revealed, nor that of my schooschool district. All data collected from my
interview will be stored in a password protectethpater or a locked filed cabinet for at least
three years following the completion of the studlynderstand that the primary investigator is
the only person who will have access to my inteniata. | am free to withdraw my consent for
participation in the project at any time during grvecess and understand that a decision to not
answer any questions or withdraw from the study mat change any present or future
relationship with the University of Wisconsin-Milwkee. Any questions | may have about the
research will be answered by the researcher nagled/b

The researcher named below has primary respomgituili ensuring that participants in research
projects conducted under the auspices of the Usityeare safeguarded from injury or harm
resulting from such participation. If appropriatee person listed below may be contacted for
remedy or assistance for any possible consequémneasuch activities. You may also contact
her doctoral advisor, Dr. Gail Schneider, at (4429- 5253 if you have any questions or
concerns. If you have any questions about yountsigr complaints about your treatment as a
research subject you can contact the UWM IRB a4)229-3173 oirbinfo@uwn.edu

On the basis of the information listed above, kagio participate in this research project.

Participant’s Signature

Participant's Name (printed)

Date

Researcher: Patricia Luebke

Address: 6220 Upper Parkway North
Wauwatosa, Wl 53213

Home Phone: (414) 258-6443

Cell Phone:  (414) 704-9409
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