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ABSTRACT
Recently, a great deal of interest has been generated around the role of principal and its
effectiveness, especially its impact on improving teacher instruction and student learning.
Waters, Marzano, and McNulty (2003) concluded that one quarter of all “school effects”
on achievement can be attributed to principals. While there is general agreement on the
principal’s importance and affect, do we understand how principals have adapted to
changes in schools with reduced resources and increased learning needs of students?
How have principals made decisions in an environment where resources have been
reduced over time? Given the stories of retired principals from high poverty elementary
schools, the purpose of this narrative inquiry is to understand how principals made sense
of their experience when having to respond to decreasing resources and the need for
increased student achievement. Participants in the study included retired principals from
high poverty elementary schools who were employed during the time period extending
from 2008 through 2014. Findings from the study make sense of the meanings
elementary principals have constructed and attached to the phenomena of decision -
making in times of financial reduction in order to help other principals who have been
challenged by similar circumstances. Three categories of leadership styles and seven
skill areas emerged in the study. Principals made use of these styles and skills in their

responses to the crisis.



DEDICATION

To my father, David Spooner who always told me from a young age that [ was a
gentleman and a scholar. He left this world too soon at 50 years of age. At the age of 50,
as I look back in hindsight, I remember using the phrase often with other young men I

have tried to encourage. I hope to keep using it into the future in his memory.

“ The best thing for being sad,” replied Merlyn...” is to learn something. That is the
only thing that never fails. You may grow old and trembling in your anatomies, you may
lie awake at night listening to the disorder of your veins,... you may see the world around
you devastated by evil lunatics, or know your honor trampled in the sewers of baser
minds. There is only one thing for it then- to learn. Learn why the world wags and what
wags it. That is the only thing that the mind can never exhaust, never alienate, never be

tortured by, never fear or distrust, and never dream of regretting. Learning is the thing

’

for you.’

From The Once and Future King by T.H. White
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CHAPTER 1

Introduction

Study Rationale

The roles of the elementary school principal are many and complex. They include
instructional leader (Leithwood, Louis, Anderson, and Wahlstrom, 2004), manager
(Agnes, 2004), capacity builder (Louis, Leithwood, Wahlstrom and Anderson 2010),
monitor and learner (Reeves, 2006), and promoter of social justice (Singleton and Linton,
2006). Recently, a great deal of interest has been generated around the role of principal
and its effectiveness, especially its impact on improving teacher instruction and student
learning (Leithwood, Louis, Anderson, and Wahlstrom, 2004; Mendels, 2012; NPBEA.
2006; Reeves, 2006; Wallace Foundation, 2013; Waters, T., Marzano, R. J., & McNulty,
B. 2003). Waters, Marzano, and McNulty (2003) concluded that one quarter of all
“school effects” on achievement can be attributed to principals. The Wallace Foundation,
(2013) found that policies are being enacted to put evaluation procedures in place that
will measure principal effectiveness throughout the United States. The National Policy
Board for Educational Administration (NPBEA) has adopted standards that are being
used by states to develop procedures (NPBEA, 2006). Reeves, (2006) focused on the
lead learner role of the principal. Mendels, (2012) identified five important actions of
principals that include shaping a vision of academic success for all students, creating a
positive climate for all students, cultivating leadership in others, enabling teachers to

improve instruction, and managing people, data and processes to foster school



improvement. Leithwood, Louis, Anderson, and Wahlstrom, (2004) concluded that one
quarter of all “school effects” on achievement can be attributed to principals.

While there is general agreement on principal’s importance and effect, do we
understand how principals have adapted to changes in schools with reduced resources and
increased learning needs of students? How have principals made decisions in an
environment where resources have been reduced over time? In fact time itself has been
reduced in the form of required school days for elementary school students. For the
purposes of the study, the name, Valley River School District will be used as a
pseudonym for the studied district which is located in a Northwest state in the US .

In April of 2011, the Valley River School District negotiated a reduction of six
unpaid days with its teacher’s union. The reduction resulted in a 168-day school year for
students. The decision made national news in a New York Times Newspaper article
(Dillon, 2011). Prior to the 2011-2012 school year, the district’s budget included
significant reductions in staff and school days. In the 2009-10 school year, 108 full time
positions including teaching, classified, and administrative positions were reduced. In the
2010-11 school year an additional 106.5 FTE (Full Time Equivalent) made up of the
same employee groups were reduced. In addition ten student contact days were
eliminated that year. At the beginning of the 2011-12 school year, an additional 149
positions were eliminated along with five student contact days. Two elementary schools
were closed and the district re-configured its middle schools from two year programs to
three. The reductions mentioned are only a few of the more significant items. A

complete summary of the reductions between the 2008-09 and 2013-14 school years can



be found in the Appendix A, Budget and Staffing Summary 2008/09-2013-14.

Much has been written about leadership and the importance of the elementary
school principal’s role. (Leithwood, Louis, Anderson, and Wahlstrom, 2004; Mendels,
2012; NPBEA. 2006; Reeves, 2006; Wallace Foundation, 2013; Waters, T., Marzano, R.
J., & McNulty, B. 2003). However, it seems that there are fewer studies that focus on the
role of the principal viewed from the their own perspective. The ways in which they
changed and adapted to the circumstances of reduced resources in the form of their own
personal narrative is what [ am curious about. What tools were employed in their
response to the situation? Crow, Hausman, and Paredes-Scribner (2002), have suggested
that principal perspective should be a focus of future research. More specifically,
Beatty (2000) has pointed out that we know very little about the kinds of emotions
principals have experienced, especially the cognitive dissonance that comes from the
passion they have for their work that is diminished by the frustration of not having the
right tools. Given the stories of principals from high poverty elementary schools, the
purpose of this narrative inquiry is to understand how principals made sense of their
experience when having to respond to decreasing resources and the need for increased
student achievement.

Researcher interest. As an educator with twenty-five years of experience in K-
12 education, I have been fortunate to have gained experience in the field through the
lenses of multiple roles including special educator (learning specialist), middle school
classroom teacher, teacher on special assignment, district office coordinator (Special

Education), assistant principal in a middle school, and elementary school principal.



Having been an elementary school principal for eight years as of this writing, I have
become fascinated with the ways in which the position has changed during my tenure as
well as the tenures of my predecessors. I am interested in the ways in which principals
have adapted to changing school communities. Communities that at one time were
considered suburbs now resemble urban areas with high rates of poverty, increased ethnic
diversity, and increasingly diverse student learning needs. I am also interested in the
inner voice and dialogue that principals have used to survive in the midst of the changes.
Significance

This study is significant in four ways. They include professional, district, school,
and personal significance.

Significance to the profession. The role of the principal is generally considered
the second most important factor in the effort to improve student achievement next to the
teacher and classroom instruction (Waters et al., 2003). In a study completed by the
Wallace Foundation in 2012 five practices were found to be central to effective school
leadership. They include shaping a vision of academic success for all students, creating a
positive climate for all students, cultivating leadership in others, enabling teachers to
improve instruction, and managing people, data and processes to foster school
improvement (Mendels 2012, p. 55, ;Harvey, 2012, p.4,; Porter et al., 2008).

Significance to the district. In all of the states, there is a conscious effort
underway to measure school principal effectiveness. Policies are being enacted to put
measures in place (Wallace Foundation 2013, p. 3). There is a concern that states and

school districts are “operating in the dark™ with little data to draw from in terms of



knowing if principals are prepared, licensed, supported, and evaluated (Briggs, &
Cheney et al, 2013, p. 9). Districts throughout the U.S. have reviewed and revised their
existing standards, using the Interstate School Leaders Licensure Consortium (ISLLC)
standards and performance indicators that were developed by the Council of Chief State
School Officers’ State Consortium on Education Leadership. These standards have
become the basis for principal training, placement, and evaluation (Wallace Foundation
2013, p. 3).

Valley River’s administrator standards are listed in Table 1 below. They
resemble the ISLLC standards and indicators., Culture of Teaching and Learning,
Management of Learning, Relationships with the Broader Community to Foster Learning,
Integrity, Fairness and Ethics in Learning.

These standards and those like them are relevant to the research question because
they are expected standards of leadership and practice. During the time period of the
economic crisis in which these principals were employed, their responses to the need for
increased student achievement while working with reduced resources would have been

guided by these standards.



Table 1

Valley River School District Leadership Standards

Standard

Definition

1.Vision of Learning

A school administrator is an educational
leader who promotes the success of all
students by facilitating the development,
articulation, implementation, and
stewardship of a vision of learning that is
shared and supported by the school
community.

2. Culture of Teaching and Learning

A school administrator is an educational
leader who promotes the success of all
students by advocating, nurturing, and
sustaining a school culture and
instructional program conducive to student
learning and professional growth.

3. Management of Learning

A school administrator is an educational
leader who promotes the success of all
students by ensuring management of the
organization, operations, and resources for
a safe, efficient, and effective learning
environment.

4. Relationships with the Broader
Community to Foster Learning

A school administrator is an educational
leader who promotes the success of all
students by collaborating with families and
community members, responding to
diverse community interests and needs, and
mobilizing community resources.

5. Integrity, Fairness and Ethics in
Learning

A school administrator is an educational
leader who promotes the success of all
students by acting with integrity, fairness,
and in an ethical manner. The school
leader is the leader of learning in the school
and conducts himself/herself in this
manner.




Significance to the school. Wolcott, (1973) in his classic ethnography, The Man
in the Principal’s Olffice, questioned whether principals truly understood the system or
bureaucracy in which they worked. Wolcott (1973) writes, “They [Principals] would
benefit from a better understanding of the anthropologist’s distinction between education
viewed as cultural process and “schooling” the latter comprising one aspect of the
former.” (p. 323)

In a “schooling” system, Wolcott (1973) distinguishes between two types of
principals, one that works within the system to improve its efficiency to the point where
they become part of the system rather than complimenting the system. The second type
works to improve the system so that it becomes a catalyst for human development and
learning (p. 326). With the distinction between two types of principals, Wolcott illustrates
the importance of the principal’s role and his or her understanding of that role within the
larger system.

Personal significance. This inquiry is particularly significant to me as I’ve
grown up in the public school system. This section explores my personal significance as
a student through the lens of my professional experience.

Student experience. My own neighborhood where 1 grew up was once considered
the edge of the urban growth boundary. During the 1960°s and 70’s I remember growing
up in a white middle class neighborhood where the elementary school was located behind
my house. I remember participating in many programs that were offered by the school

district including instrumental music starting in 4™ grade, after school sports, and summer



recreation programs. The summer recreation program at my elementary school offered
arts and crafts classes, an open gym, and a summer baseball team. And if I was tired of
those activities, I could get on a shuttle bus that would take me to other schools such as
the high school where I could participate in a summer music program that included a
concert band and jazz band.

Unfortunately, the programs no longer exist in my old school district. Funding
priorities at state and local levels changed. Property tax limitation legislation caused
school funding to shift from the local level to the state. The hope was that funding for
schools would be more equitable across the state. With its passage in 1990, property
taxes were limited to $5 per $1,000 of real market value over a gradual phase in period.
This amendment to the state constitution was blamed for budget cuts in school districts as
well as other public services. Proponents of the measure hoped that the public would be
more open to passage of a sales tax to support schools in the future. Instead, the opposite
occurred. This became the start of a tax revolt in the opposite direction. Further measures
were passed including which limited property tax values further. (Wentz, 2000).

The neighborhood has changed also. The middle class culture is less prevalent.
The house and the lot where I grew up have been subdivided into multiple lots. Multiple
family housing units have been added to the area. Families representing various
ethnicities, especially those with ties to Russia and the Ukraine have located there.
Changes have increased diversity and raised poverty levels in a short time period while
the accountability for academic achievement among minority groups remains high.

Professional experience. Similar changes have taken place in the school



community where I have worked for the last three years. With the downturn in the
national, state and local economies since 2008, increased rates of poverty along with
associated problems that impact families have surfaced. The numbers of students
receiving free and reduced lunch increased from 65% to 71% during the 2012-13 school
year. Problem behavior has increased significantly among students. The number of
major office discipline referrals increased by 35% between the 2011-12 and 2012-13
school years. At the end of the 2010-11 school year, twenty-six staff members including
teachers, instructional assistants, and an assistant principal either had positions eliminated
or they were asked to transfer to new positions as a result of budget reductions and a
decision to move the sixth grade to the middle school. The school experienced the loss of
an after school and community education program.

All of the losses occurred simultaneously over a time period in which high stakes
accountability measures were put in place as a result of No Child Left Behind (NCLB)
legislation. NCLB was the Bush era title for the reauthorization of the Elementary and
Secondary Education Act (ESEA). For the remainder of the paper ESEA will be used, as
of now, we await the next reauthorization. Since the goal of having 100% of students
either meet or exceed benchmark levels in Reading, Writing, and Math was determined to
be untenable many states have been granted a waiver from the US Department of
Education. These waivers have several conditions, which include the development of a
teacher and principal evaluation system that uses multiple measures including the
measurement of each student’s learning growth over time.

Currently as a principal in a relatively new school, I am in the position of



shepherding the school community through a significant amount of change. As a result
of the new requirements associated with the ESEA waiver, we will now take significant
steps to re-prioritize and establish a new a new mission and vision in our work to educate
students.

Walcott (1973) referred to principals who would complement the “schooling”
system by focusing on human development. Since becoming a principal, much of my
work has been focused on helping faculty adjust to changes in the school system. Human
development, learning, and professional growth are some of the most important
components of a healthy school community. Walcott suggested that principals
“complement” the system. I believe today that principals not only complement the
system, but they are responsible for orchestrating it. [ have an interest in learning how
other principals have responded to the changes while providing the key elements of
leadership. Specifically I am interested in studying how principals have provided
leadership in an era where resources are being reduced while simultaneously, measures of
accountability are increasing, especially in schools where the stakes are the highest.
These include schools with populations of students who experience high rates of poverty,
learning disabilities, and lack of language proficiency.

Context

When examining the role of the principal in times of reduction and increased
accountability, it is important to understand the context from which my interest surfaced.
The context pertinent to the inquiry includes, the historical context of a Title I school,

budget reductions, hopes and dreams for the school, and the complexity of poverty as it

10



accelerated in the school’s neighborhood.

Historical context. Upon entering Sequoia Elementary School as the new
principal in the 2010-2011 school year, having had five previous years experience as a
principal in a Title 1 school, I was ready to take on the challenges of leading a similar
school community of about 450 students with significantly more challenges including a
significant caseload of students with disabilities and an increased number of students who
were economically disadvantaged. I was looking forward to making use of important
additional resources such as an assistant principal, one full time counselor, an additional
half-time counselor, an instructional coach, and highly effective teachers who were well
known across the district for their collaborative work to improve student achievement.
The school had developed a partnership with a local university to start a Professional
Development School (PDS) where pre-service teachers would be paired with mentor
teachers to complete their training. The PDS format was designed to support professional
development for the mentor teachers and pre-service teachers together in a collaborative
model that would have mutual benefit to both partners (Petti, 2011).

Budget reductions. At the midpoint of the 2010-2011 school year the school
district had to begin to make major budget reductions in response to the economic
downturn starting in 2008. The assistant principal was asked to take on additional
responsibilities at the district level and her time at Sequoia Elementary was reduced to
half time. Sixth grade students were moved to the middle school. Twenty-six staff
members including teachers and instructional assistants were either asked to move to

different assignments in the district or in some cases, if their seniority was low, they
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moved to lay-off status. Class sizes increased. At Sequoia Elementary some classrooms
had as many as thirty-five students in primary grade classrooms. Conditions like
increased class size were similar across the district. The superintendent at the time
estimated that each employee had taken on an increase of twenty percent in their
workloads.

Hopes and dreams. My hopes and dreams as an educational leader were to one
day see at least ninety percent or more of our students meet benchmark standards in
literacy and mathematics. But over the three years of my time at Sequoia the
achievement gaps between white middle class students and other groups including
economically disadvantaged, students with disabilities, and English language learners
continued to grow. I had much hope for our students and their success, especially
because they had highly trained teachers who initially had a strong support system of
professional development in place.

Poverty and complexity. Gradually, over time teachers struggled with morale as
reduced staffing, increased class sizes, and increased student needs, especially students
who were affected by mental illness and trauma were not getting the support they needed.
A county funded program to provide mental health treatment to students and their
families in the schools free of charge was started. A therapist started his position at half-
time, but the number of referrals increased dramatically and within the first year, he was
working full time. The skill quality of pre-service teachers coming from the university to
participate in the PLLS program was declining and teachers began to perceive the

program as a burden. Eventually, because of the poor skill quality and the inability of the
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university to fund their part of the PLLS program, the partnership was sadly discontinued
at the end of the 2012-2013 school year. The support system overall appeared to be
stretched beyond capacity but teachers continued to adjust and believe in possibilities for
their students. Other programs that addressed nutrition, the arts, and afterschool support
were either discontinued or were significantly reduced in scope. We took it upon
ourselves to advocate for more support from the district level. We met with the
superintendent and suggested ways in which we could improve our own professional
practice with an increased focus on student engagement. As a faculty, we made a
commitment to doing fewer tasks while improving the quality of our instruction with the
resources that were available. Having fewer tasks to do didn’t necessarily improve
morale but it was necessary to bring about a sense of empowerment. At the end of the
2012-2013 school year, I was assigned to a different school in the district where
conditions are quite different in terms of student characteristics. The SES status of the
community overall is much higher. My hope is to reflect and learn from the last three
years as well as learn from the stories of other principals who have experienced similar
changes during their tenures.

When considering this context, it is important to understand that high poverty
elementary school principals were working with an expectation of increased student
achievement and at the same time they were expected to work with fewer resources that
included staff and reduced school days. In order to understand their experiences, it will
be important to review the research literature that has been written about the roles of

principals and the impact these roles have had on student achievement. It will also be
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important to understand the historical context of high poverty or title one schools as well
as the literature that has been written about the experiences of principals themselves in
high poverty elementary schools.

Research Question

R 1: How did principals of high poverty elementary schools respond to the phenomena

of reduced resources and the expectation of increased student achievement?

Definitions

The following key terms are defined for clarity through this paper: Principal
Leadership (Defined by ISSLC Standards), High Poverty Elementary Schools,
Decreasing Resources, Student Achievement, Narrative Inquiry. Principal leadership
is a form of school leadership used by elementary school principals as defined by the
ISLLC standards listed in Table 1. Researchers (Waters, T., Marzano, R. J., & McNulty,
B. 2003) have pointed out that principal leadership is the second most important factor
that can impact student achievement; therefore it is an important concept to consider in
relationship to the problem studied. For the purposes of this study, decreasing resources
include the reduced number of school days, teachers, classified staff, and time for staff
development. Since researchers consider the classroom teacher to be the most important
factor impacting student achievement, it should be safe to assume that a reduced number
of classroom days with the loss of teachers would be harmful (Waters, T., Marzano, R. J.,
& McNulty, B. 2003). High Poverty Elementary Schools are those elementary schools

where at least fifty percent of the students receive free or reduced lunch. High poverty
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schools are important to the inquiry as students need highly qualified teachers to meet
diverse learning needs.

Title 1 schools are those schools that receive additional federal funds as authorized
by the Elementary and Secondary Education Act (ESEA). Elementary schools that have
at least 50% of students that receive free and reduced lunch are eligible to receive these
funds. They are commonly called High Poverty Elementary Schools.

Student achievement is defined by measures of accountability such as state test
scores and school district assessment data.

A narrative inquiry is “...understood as a spoken or written text giving an account
of an event/action or series of events/actions, chronologically connected (Czarniawska,
2004, p. 17). Creswell (2007) writes:

The procedures for implementing this research [narrative inquiry] consist
on focusing on studying one or two individuals, gathering data through the
collection of their stories, reporting individual experiences, and

chronologically ordering (or using life course stages) the meaning of those
experiences (p. 54).
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CHAPTER 2

Literature Review

This literature review examines the roles of elementary school principals in high
poverty schools. In order to review roles, this literature review is divided into three
sections. The first part provides a brief history of Title 1, or High Poverty Schools. The
second part compares the views of researchers regarding the various roles (instructional
leader, manager, capacity builder, monitor and learner, and promoter of social justice).
These roles include beliefs about student potential, instructional management, building
capacity of the adults in a school and their ability to monitor and reflect on progress or
the lack of progress (Chenoweth & Theokas, 2013). The third examines some of what we
know about the lived experiences of principals themselves (Day, Harris, Hatfield, &
Beresford, 2000; Hoppey, 2006; Crow, 2002; Greenfield, 2004).

When it comes to the topic of principal leadership, most of us will readily agree that
principals can have a significant impact on student learning (Waters et al., 2003). But is
there agreement on how principals impact student learning when resources are
significantly reduced (school days and staff reductions)? Whereas some are convinced
that there is a defined set of leadership practices that impact student learning (Waters et
al., 2003), others maintain that we should be studying the lived experiences of principals
themselves (Crow, Hausman, & Paredes-Scribner, 2000). I believe that the lived
experiences of principals (especially during times of economic crises) may reveal new
creative leadership practices that have not been discovered in the existing leadership

practices research. My own view is that the environment in schools is quite complex, and
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we should be learning from the principals themselves about how they have adapted to
reductions in resources and increased accountability.
Title 1, or High Poverty Elementary Schools

The increased accountability that principals and school districts face has its roots
in The Elementary and Secondary Education Act (ESEA) that was passed by Congress in
1965. Title 1, a provision of this legislation, authorized the United States Department of
Education to distribute funding to public schools and school districts with a high
percentage of low-income families for the purposes of providing additional instructional
support in areas of reading and mathematics. Studies since that time have demonstrated a
relationship between high poverty and low student achievement (Carmichael, 1997;
Reardon, 2013; Stullich, Eisner, McCrary, & Roney, 2006).

The most recent re-authorization of this act was titled No Child Left Behind
(NCLB), and it was passed in 2002 during the George W. Bush era. The re-authorization
required greater accountability from teachers and schools to improve student
achievement. Teachers and staff were required to have a highly qualified status—in the
form of required certifications based on their training in teacher preparation programs at
universities. Yearly mandated standardized tests were used to measure Adequate Yearly
Progress. If enough students could not reach achievement benchmarks at each grade
level, especially those in marginalized groups including students of color, students with
disabilities and English language learners, then punitive measures and corrective actions
were implemented by states and districts. Schools were required to provide additional

staff development to teachers. The lowest performing schools were required to disband
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and re-establish themselves. The lowest performing schools were called Focus and
Priority schools. The lowest schools were called Priority. Struggling schools at the next
level were labeled Focus, and schools performing at the highest levels were labeled
Model schools. Districts often found other placements for poor performing teachers and
administrators (Bush, 2001). This step had significant implications especially when
districts were trying to improve teacher performance at every school. Some principals
may have had a greater burden than others to improve faculty performance simply
because they were asked to take a poor performing teacher from another school.
Narrative Inquiry Approach

For my research I used a narrative inquiry approach in which individuals search
for meaning from the world in which they live and work. Creswell (2007) writes that the
intent of the researcher in this approach is to collect the stories of participants, report their
individual experiences and discover meaning from those experiences. Dewey’s (1938/
2007) philosophy of experience in education provides the basis for this approach. The
data for this research consists of the personal experiences of elementary school principals
who worked in high poverty schools during an economic crisis with the expectation for
increased student achievement. These experiences were shared in the form of stories that
constitute the data used for this study. Narrative inquiry is a qualitative method that is
best applied when describing the lived experiences of the participants. Figure 2.1

illustrates the narrative inquiry approach.
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Experiences Stories — Meaning

Figure 2.1. Narrative inquiry approach.

My desire was to discover and understand the meanings elementary principals
had with the phenomena of decreasing resources and the need for increased student
achievement. Therefore narrative inquiry is an appropriate qualitative method for
exploratory and descriptictive research.

Roles of Principals in High Poverty Schools

Elementary principals are often alone in a leadership position and hold multiple
responsibilities and roles. Five roles of principals are examined, including that of
instructional leader (Leithwood et al., 2004), manager (Sternberg, 2012), capacity builder
(Barth, 2013), monitor and learner (Reeves, 2006), and promoter of social justice and
equity (Ysseldyke, 2001).

Instructional leader. Studies have concluded that the role of the principal is
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second only to the impact a teacher can have on student achievement. One study has
concluded that one quarter of all “school effects” on achievement can be attributed to
principals (Leithwood et al., 2004). There are various ways that principals have
emphasized instructional leadership. A study was conducted by the Education Trust that
sampled twenty-four principals from high-achieving elementary, middle, and high
schools, all with high poverty, and located in nineteen different states. The study
discovered four qualities they tend to share. First, their beliefs about student potential
drive their work. Second, they put instruction at the center of their managerial duties.
Third, they focus on building the capacity of all the adults in the building. And fourth,
they monitor and evaluate what leads to success and what can be learned from failure
(Chenoweth & Theokas, 2013).

Beliefs. Principals’ beliefs about the capacity of students and the expectation that
students perform at high levels appear consistently throughout the literature. Research
over the last twenty-five years points to the importance of a vision and a set of beliefs
that having high expectations for every student is one key to improving achievement
among disadvantaged students (Porter et al., 2008).

Reeves (2006) points to several beliefs that are based on research. He points out
that leadership, teaching, and adult actions matter more than the demographic variables.
Actions that matter, including inquiry, implementation, and monitoring are necessary,
and when successful, point to adult causes. He says, “In other words, ‘blame the victim
[students],” is not morally reprehensible but statistically untrue ” (p. xxiii). He concludes

that this action will not bring about the improved student achievement that is desired.
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Manager. Sternberg (2012) uses the metaphor of a high wire to illustrate the
balancing act that a principal must perform as he or she balances aspects of leadership
and management together. He refers to Warren Bennis’ definition, which states that
leadership is “knowing yourself, having a vision that is well communicated, building trust
among colleagues and taking effective action to realize your own leadership potential”
(Bennis et al., 2001, p. 45). He then compares Bennis’ leadership definition to a
definition of management, which is “to control the movement or behavior of” (Agnes,
2004, p. 392). Sternberg elaborates:

The distinct difference between leaders and managers is that leaders deal

with the people side of an organization providing inspiration, motivating

people and creating opportunities. However, managers deal with the
technical side managing day-to-day tasks such as supervising and
controlling people by focusing them in the right direction. It is blatantly
clear that building principals are both leaders and managers. A too-heavy

emphasis on one or the other, and things become unbalanced. (p. 392)
Sternberg’s emphasis on balance encourages principals to weigh their actions along a
continuum between leadership and management to increase their effectiveness.

Capacity builder. While working toward that balance between leadership and
management, one would hope that as the capacity of adults to perform important
functions in the school increases, less management would be required. Louis et al. (2010)
found that effective leadership from a variety of sources, including principals, teachers,
and other staff members, was associated with better student performance on math and
reading tests. Encouraging teacher leadership has now become a necessity.

Barth (2013) points to three promising circumstances that will allow teacher

leadership to emerge. First, the demands on the principal continue to grow, year after
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year. Principals realize that they can’t do all the work on their own. Second, the
implementation of the Common Core Standards will provide an opportunity for teachers
to share instructional strategies with each other. In the past, teachers may have been told
what they needed to teach and how they were going to teach it, but principals aren’t in a
position to create curriculum and new teaching strategies. Teachers will be asked to take
on more responsibilities. Finally, new models of leadership in charter and alternative
schools have allowed teachers to take on major decision-making roles, including the
hiring of new teachers and evaluating each other.

A specific example of an area where teacher leadership will be needed is in the
area of technology use. Murray (2013) states:

Simply put, the best schools are run by administrators that allow teachers to

take on leadership roles; not ones that micromanage their every move. It’s

not feasible for a building administrator to be the expert on every digital

tool, system, program, etc. Digital leaders cultivate teacher leadership,

abdicate some control, and understand that allowing teachers to lead, mentor

and inspire their colleagues will promote positive digital outcomes. (p.1)

From my experience, I can say this quote is accurate. Recently, my building has
received an influx of new devices that allow students to have more access to online
resources in key content areas such as reading and math. The leadership skills of
individual teachers in evaluating and promoting specific online resources have been
critical to their meaningful use by our students.

Monitor and learner. Capacity building of teacher leaders is important. In
addition, a principal will need to pay attention to his or her own learning. Reeves (2006)

points out that characteristics associated with famous leaders, such as sheer guts and

determination, ultimately are not the most effective. He points to many
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examples of leaders such as George Washington, Winston Churchill, and Odysseus, who
“had extensive experience with the values of waiting, being silent, retreating, and
executing circuitous routes to victory” (p. 49).

In terms of daily reflection, Reeves (2006) asks that leaders consider questions in
regular journal entries:

* What did you learn today?
* Whom did you nurture today?
* What difficult issue did you confront today?
* What is your most important challenge right now?
* What did you do today to make progress on your most
important challenge? (p. 50)
He goes on to say:
Although journaling is, in general, an intensely private activity, the
reflective leader knows when personal revelation can have a profound
impact. In my own case, some of my toughest leadership decisions
have been prompted by a review of journal entries that forced me to
recognize that I had attempted the same solution for a particular
problem on several occasions, and unsurprisingly, the results did not
improve with such a stagnant approach...Reflection forced me to
admit that I had been as resistant to change as the others whom I had
accused of being resistant and insufficiently enthusiastic to my favored
initiatives. Reflection, in brief, forces leaders to climb down from the
mythological perch, admit our human foibles, and get real. (p. 51)
Looking back and learning from the past is a critical task for leaders. Having a record of

decisions and actions can help leaders recognize their own patterns of decision- making
that could be helpful or harmful to the organization.

Promoting a culture of learning. While the focus on his or her own learning is
important, the literature refers to the importance of the work a principal does to promote a
culture of learning among the staff. Barth (2002) points out that the “underlying culture
of a school is learning” (p. 11). One important aspect of the underlying culture is the

Professional Learning Community (PLC). Dufour (2013) states:
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Of course, teaching and learning are not divorced from each other. The

key to improved student learning is to ensure more good teaching in more

classrooms more of the time. The most powerful strategy for improving

both teaching and learning, however, is not by micromanaging instruction

but by creating the collaborative culture and collective responsibility of a

professional learning community (PLC). (p. 37)

Other important practices include classroom walkthroughs and instructional
rounds. The practices promote peer collaboration and the principal participates in the
activities to promote the culture. The term “walkthrough” refers to a broad range of
activities that include classroom observations of teachers at work with students. They are
usually conducted by administrators or groups of teachers, to observe teaching practices
or the implementation of a curriculum. In their research of classroom walkthroughs,
Kachur, Stout, and Edwards (2013) wrote about effective administrators that could
promote the process, address teacher concerns, build trust, help schedule time and
oversee the follow up to the walkthrough.

Instructional rounds, in a contrast to walkthroughs, are defined by City (2009) in
following way:

The rounds process is an explicit practice that is designed to bring

discussions of instruction directly into the process of school

improvement. By practice, we mean something quite specific. We

mean a set of protocols and processes for observing, analyzing,

discussing, and understanding instruction that can be used to improve

student learning at scale. The practice works because it creates a

common discipline and focus among practitioners with a common

purpose and set of problems. (p. 3)

City (2013) writes that “real improvements in teaching and learning usually require

changing practices and changing what people believe to be possible” (p. 13). In a study of

two principals and their use of resources over the span of a year, City found that “no
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amount of time and money spent adding additional coaches or technology made much
difference. Students and teachers had to see and believe that something different actually
was possible” (p. 13). She went on to describe a situation in which a high school spent
over $125,000 on instructional coaches. The coaches didn’t seem to make much
difference in terms of practice. However, one of the coaches promoted a writing contest
for students that had a tremendous response. The coach helped students write draft after
draft to prepare for it, and small cash prizes were awarded. Teachers were impressed with
what they saw and they began to work closely with the coach. Teachers began to believe
that change was possible for their students if they changed their own practices. They were
able to see the changes happen for students. In her writing about instructional rounds,
City (2010) states:

We work with educators on the observation and analysis of teaching

practice not because we think it is good for their souls (although it may

be), but because we think you cannot change learning and performance at

scale without creating a strong, visible, transparent common culture of

instructional practice. (p. 32)
In the end, no matter how hard a principal works on his own to help teachers change their
practice, it won’t happen unless there is a culture in place which will help teachers
change their beliefs. City (2013) says, “even thoughtful, hard working leaders who
understand how to invest in people, time, and money don’t necessarily know how to
change practices and beliefs” (p. 13). It is up to the principal to feed and support the
culture that brings change. Fullan (2014) goes further to say, “In essence, in dealing with

their staffs, principals should shift from focusing on one-to-one work with each

individual teacher to leading collaborative work that improves quality throughout the
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faculty”(p. 32).

Knowing the adult learner. Developing a culture of learning, staff development,
and training approaches should consider the needs of the adult learner. Trotter (2006)
summarized three general themes from the literature on adult learning theory. They
included the following:

* Adults use experience and it cannot be ignored.
* Adults need to plan their own educational paths based on their interests
and their classrooms.
* The aim of adult education should be to promote individual development
by encouraging reflection and inquiry. (p. 12)
Knowles (1973) used the term “neglected species” to describe the adult learner. He wrote
that adults are motivated by needs and interests that learning would satisfy, and they have
a need to be self-directed in their learning.

Reynolds, Stevens, and West (2013), motivated by the literature that suggests
more creativity is needed in the workplace, conducted a study of students in three
professional schools at Portland State University that included higher education
educational administration, business, and teacher education programs. They studied
student responses to assignments that encouraged the use of creativity. Students were
able to direct some of their own learning and create projects while being encouraged to
take risks, use innovative thinking, synthesize ideas, and make connections across content
areas. Examples of projects included writing sonnets to express ideas in a research

methods course, and the development of creativity portfolios in a business class. Students
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reported that the activities were worthwhile and furthered their learning of the course

content. Encouraging creativity in adult learning is an example of instruction that takes

the needs of the adult learner into consideration.

Promoting learning through technology. The culture that brings change is fueled

today by the infusion of new technology in schools. Murray (2013) promotes digital

leadership among administrators and he encourages actions that can bring innovation and

change in a faculty. He lists nine actions leaders can take. They include the following:

1.

2.

9.

Foster a culture of innovation and risk taking.
Cultivate digital leadership.

Utilize technology for improved communication.
Communicate your own learning.

Invigorate team meetings.

Power down to maintain sanity.

Utilize technology for improved efficiency.
Model expectations for staff.

Get connected. (p. 1)

Murray emphasizes the need to participate in a broader learning network. By using digital

tools, such as Twitter and Google Plus, administrators can plug into learning networks

that provide instant access to resources. He says:

Leaders that model their expectations lead by example and with integrity,
help foster environments of innovation and trust. The best digital leaders

understand that it’s not about the technology. It’s about the learning and

opportunities that occur through meaningful technology infusion (p. 1).

In terms of leadership, an example of meaningful technology infusion happens on a
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monthly basis, when I meet with a team of principals who give feedback to our
director about processes and procedures. Instead of taking a thirty minute drive to the
central office, we meet using Google Hangout, a tool that allows individuals to see,
talk, and share documents with each other online. The staff in my building can see
this is one step that allows me to save up to an hour of time that can now be used to
support students and staff in the building.

Promoter of social justice and equity. One of the most important aspects of
leadership in schools currently is the concern for equity (Noguera, 2009; Delpit 1995;
Ysseldyke, 2001). The pursuit to close the achievement gap between white middle class
students and students in marginalized groups—such as students with limited English,
students with disabilities, students of color and students impacted by poverty—is a
dilemma most K—12 public schools have been facing for some time.

The achievement gap between white, middle class students and marginalized
groups defined by the Elementary and Secondary Education Act (ESEA), which is
currently referred to as No Child Left Behind (NCLB)—students of color, students
eligible for ELD and Special Education services—continues to be a persistent problem in
K—12 public education. Since the 1980s, evidence of gaps have shown up in various
groups of students at the elementary and secondary levels in periodic reading, science and
mathematics tests from the National Assessment of Educational Progress (NAEP, 2005).
Chatterji (2006) found, in a study of reading achievement data from 184 U.S. schools as
part of the Early Childhood Longitudinal Study (ECLS), that gaps between white and

African American children increased from kindergarten entry into first grade. Singleton
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and Linton (2006) use several sets of data to demonstrate the gap, including average SAT
and ACT scores from 1998 and the 2003—-2004 school year from across the nation. One
example demonstrates its existence across income levels of parents ranging from levels
below $20,000 per year to above $60,000. At every income level, Black and Latino
students perform ten to fifteen points below whites.

Researchers such as Singleton and Linton (2006) point out that poverty, family
support, language, and mobility are not factors that correlate with racial achievement
disparities. They believe the factors are wrongly associated with race in causing the gap
and they state that teachers usually resort to making inappropriate judgments. Delpit
(1995) says:

These adults are not probably are not bad people. They do not wish to

damage children; indeed they likely see themselves as wanting to help.

Yet they are totally unable to perceive those different from themselves

except through their own culturally clouded vision. (p. xiv)

Ysseldyke (2001) points out that in the field of Special Education, professionals
are trained to look for deficits, and if they can’t find a deficit that fits into a category, they
will develop new labels and categories to identify deficits. He says, “The question for
assessors is not ‘Why isn’t Johnny Learning?’, but ‘How well did Johnny learn when I
did ” (p. 302).

Instead of accepting perceived conditions as inevitable, Noguera (2011) points out
that students from Black and Latino groups need teachers to help them accelerate their
learning in order to catch up with their white, middle class peers.

The achievement gap between students of color and their white middle class peers

seems daunting. Principals are in the position of having to help teachers
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overcome and unlearn years of cultural practice. In terms of race, a term commonly used
to describe the problem is “institutional racism.” Principals and teachers are just
beginning to come to terms with the dilemma, especially those in high poverty schools.

Schools with high poverty have become increasingly challenged by the widening
income gap between high-income and low-income families. Reardon (2013) writes that
this gap has increased significantly within the last thirty years, while the achievement gap
between White and Black students has grown much smaller. He points to work that was
done in the 1960s and 1970s to reduce racial inequality. While both gaps continue to
remain large, economic inequality is now greater than racial inequality. He found five
social trends that have contributed to the widening income gap in achievement. They
include the inability of low-income families to invest in educational resources for their
children, more limited upward social mobility, the increased separation between low-skill
and high-skill employment, notions of educational success in the form of test scores, and
the likelihood that students from high-income families are raised by two parents with
college degrees as opposed to a single parent with no college degree (p.13).
Role Synthesis

Some educators and researchers (Marzano & McNulty, 2003) would say that we
have arrived at a clearer definition of the principal’s role by putting student learning in
the front and center. Murphy highlighted an important focus of the original ISLLC work
group, “The goal has been to generate a critical mass of energy to move school
administration out of its 100-year orbit and to reposition the profession around leadership

for learning” (as cited in Canole & Young, 2013, p. 6).
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Walcott (1973) highlighted the problem of role definition for a principal in his
famous case study. Ed Bell' the principal studied in Walcott’s work, led a conversation in
a principals’ association committee that met to talk about the role of the principal. Much
frustration was shared in the conversation. When it was suggested that the principals talk
about upgrading their salaries, one principal responded by saying the following:

Right now, it’s a bastard job. Just what are we supposed to do? Is it

instructional? I think a better thing for us to look at is the job. How about

the new principals—is it a good training they are getting? What do they

know? We all came through the old program, but what are these younger

fellows getting? 1 believe now that any school in the state with eight

teachers has to have an administrator with a credential. (p. 302)

During the discussions, Walcott was asked about the principal role problem and
he shared that he was associated with the Center for the Advanced Study of Educational
Administration (CASEA). He said that his study was not a role study, however he did ask
the group that if they had the opportunity to get CASEA to do any kind of study, what
would they ask for? At about the same time as Wolcott’s study was being conducted,
CASEA was actually conducting such a study. Becker et al. (1971) concluded in the
study that ambiguity about the role of the principal in the educational community was the
most critical problem facing the elementary school principal.

The evaluation of a principal must have a clear answer to the question, “Just what
are we supposed to do?”’ I think it would be helpful to point to a paradox that Walcott
(1973) and Becker et al. (1971) observed in the role of principal. I hope that an analysis

of the standards for evaluation in relationship to the paradox might provide more clarity,

or perhaps suggest a need for further research.

" Ed Bell is a pseudonym for the name of the principal in Walcott’s study.
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Walcott (1973) stated, “Principals today are bombarded with the notion that they
are and ought to be agents of change in the public schools” (p. 307). However, he
continues the discussion with a reference to the principal in the study, Ed (pseudonym):

But I did not see any evidence that Ed actually contributed to this foment.

The school principal is successful in his work to the extent that he is able

to contain and constrain the forces of change with which he must contend

as a matter of daily routine; whatever force he exerts on the dynamics of

the school contributes to its stability, even when he wants to act, or

believes he is acting in a way that will encourage an aura of change. (p.

307)

Wolcott’s observation was supported by a quantitative study performed a decade
earlier. Griffiths (1963) conducted a study of over 231 elementary school principals from
all over the United States. Griffith’s research asked principals to respond to typical
problems they might face in the simulation of a fictitious school. They found that the
principals rarely introduced change into the system. In most cases, principals relied on
direction from a superior in the central office.

Lived Experiences of Elementary Principals

After considering the researchers’ views of a principal’s roles, it will be important
to consider the perspectives of principals themselves. Van Manon (1990) writes that in
qualitative studies, researchers study the object or phenomena of lived experiences of the
subjects. They strive to find a description of the universal essence, or a “grasp of the very
nature of the thing” (p. 163). Moustakas (1994) writes that a researcher tries to find a
composite description of the essence that consists of what was experienced and how they

experienced it. Crow et al. (2000) conclude that there are fewer studies focusing on the

role of the principal viewed from the their own perspective, and that such studies are

32



needed. Day (2000) wrote about a study of British head teachers or principals that
occurred in 1998. These schools were recognized by the Office for Standards in
Education for above average performance, especially in the area of leadership. Interviews
of head teachers from twelve schools (including elementary schools) were conducted to
collect “educated opinions.” Findings from the data suggested consensus among the head
teachers and other staff members that the following personal characteristics were
important:

*  Values led

* People centered

* Achievement oriented

* Inward and Outward Facing

* Able to manage a number of ongoing tensions and dilemmas (p. 1).
In his doctoral dissertation, Hoppey (2006) conducted a case study of an elementary
school principal in Florida. The purpose of his study was to revisit the classic study by
Harry Wolcott, in The Man in the Principals Olffice, and to “explore how a principal
conceptualizes and enacts his role in an era of high stakes accountability” (p. ix).
Hoppey’s study used qualitative methods including interviews with the principal.

Greenfield (2004) recommended that researchers study and explore the moral

aspects of principal leadership by examining their social interactions, as well as their own
perspectives in a phenomenological sense. He summarized qualitative studies of
principals that were conducted between the years 1979-2003. He writes:

To understand moral leadership requires that one gain an
understanding of the perspectives, the lived experiences and the
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subjective meanings of the participants in the leadership
relationship. (p. 191)

From his analysis of the research, he made the following recommendations for future
study:

1. Study the social relations among school leaders and others,
focusing on the activities, interactions, and sentiments
characterizing the work of school leaders and teachers and the
significance of these in explaining moral leadership.

2. Study the meanings and perspectives underlying what school
leaders are doing in their social relations with others, seeking to
understand the perspectives of leaders as well as those with whom
they interact.

3. Study the nature of the espoused purposes of school leaders’
actions and orientations toward others, and the congruence
between these, organizational values, and leaders’ theories-in-use.

4. Study the authenticity of school leaders in their relations with
others.

5. Study the emotional dimensions of being a school leader, including
the satisfactions and the disappointments of leading, and feelings
of anxiety, frustration, and anger, as well as the feelings of
happiness, satisfaction, and pride, among other passions of
leadership.

6. Study the basis of the commitments underlying a school leader’s
purposes, social relations with others, determination to stay the
course, and to remain patient in the face of the tremendous
pressures school leaders are under to improve schools. (p. 191)

The previous examples and recommendations point to the need for future exploration of
the views and perspectives of principals themselves, reporting their own lived experience.
Summary

This literature review has discussed three major topics including a brief history of Title 1
schools, researchers’ views of the principal’s role, and a brief review of research

speaking to the lived experiences of principals from their points of view. Title 1 schools,

or “high poverty schools”, were designated to receive additional support
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through an act passed by the U.S. Congress in 1965 entitled the Elementary and
Secondary Education Act (ESEA). The most recent re-authorization of this act was titled
No Child Left Behind (NCLB), and it was passed in 2002 during the Bush era. The re-
authorization required greater accountability from teachers and schools to improve
student achievement (Bush, 2001).Since that time, the roles of principals in these schools
have been studied. When considering the role of instructional leader, studies have
concluded that in terms of impacting student achievement, the role of the principal is
secondary to that of the classroom teacher (Leithwood et al., 2004). The role of manager
requires a balancing act between providing leadership for instruction and managing the
operational details of the school (Sternberg, 2012). The capacity builder strives to help
teachers develop their own professional growth as well as teacher leadership (Louis et al.,
2010). The monitor and learner role focuses on the ongoing learning that occurs for the
principal himself (Reeves, 2006). Most recently, the role of promoter of social justice and
equity involves bringing attention to student achievement gaps that are related to race,
disability, and economic disadvantage (Singleton & Linton 2006; Delpit, 1995; Noguera,
2011; Ysseldyke, 2001; Reardon, 2013).

The last section reviewed research that has been done related to the lived
experiences of principals themselves. Researchers recommend further study in this area.

Now that a summary of the literature has identified effective practices that are
supported by research—as well as the need for further research—I would like to bring the
focus to this study’s purpose. Much of the research expressed in the first part of the

review points to an external analysis of the principal’s role. I am curious to know what
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meanings principals themselves have derived from their experiences since 2008, when we
began to experience significant reductions in resources.

With the completion of this review of the literature, I will now move to describe
the methods I have used and their rationale for this study. Again, the focus of the study
will be framed by the following question: How did principals of high poverty elementary
schools respond to the phenomena of reduced resources and the expectation of increased
student achievement?

This question informs the qualitative methods of semi-structured interviews and

personal narrative employed in the study.
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CHAPTER 3

Methodology

Study Overview

My research posits a narrative inquiry approach by investigating the perspectives
of principals and former principals of high poverty elementary schools who have
experienced significant reductions of resources, especially staffing, while simultaneously
experiencing increased accountability. Given the stories of principals from high poverty
elementary schools, the purpose of this narrative inquiry is to understand how principals
responded to decreasing resources and the need for increased student achievement.
Methodology Rationale

The narrative inquiry approach was chosen as a method in order to try to
understand a real-life phenomenon, specifically, the lived experiences of elementary
principals who have grappled with high poverty, reduced resources, and increased
accountability. A narrative inquiry is “understood as a spoken or written text giving an
account of an event/action or series of events/actions, chronologically connected”
(Czarniawska, 2004, p. 17). Creswell (2007) writes:

The procedures for implementing this research [narrative inquiry] consist

of focusing on studying one or two individuals, gathering data through the

collection of their stories, reporting individual experiences, and

chronologically ordering (or using life course stages) the meaning of those

experiences. (p. 54)

The key source of data for analysis was the interview transcripts of principals who

were challenged with the circumstances of high poverty, reduced resources, and
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increased accountability. Sources of evidence included interviews of principals, state
report card data, class size ratios, and full-time equivalent (FTE) allocations or staffing
allocations for full-time employees.

Narrative inquiry process. Clanndinin and Connelly (2000) use a metaphorically
three-dimensional narrative inquiry space that includes temporality, personal and social,
and place. Temporality refers to time that includes the past, present, and future. They also
describe temporality as moving backward and forward. When referring to the personal,
they describe a movement inward toward internal conditions, which consist of feelings,
hopes, reactions, and moral dispositions. Then, when referring to the social and place
dimensions, they describe movement toward the outside or the external environment.
Clanndinin and Connelly (1994) write:

Thus, when one is positioned on this two-dimensional space in any

particular inquiry, one asks questions, collects field notes, derives

interpretations, and writes a research text that addresses both

personal and social issues by looking inward and outward, and

addresses temporal issues by looking not only to the event but to

its past and to its future. (as cited in Clanndinin & Connelly, 2000,

p- 50)

Narrative inquiry was appropriate for this study because principals were asked to look
inward as they shared their stories and processed their experiences., During the telling
of their stories they discussed their decisions that were made in response to the
economic crisis. They looked outward as they retold their interactions that involved
staff members and district level supervisors. The temporal component of their

narratives involved their retelling of stories by mentioning hindsight or responding to

the prompt, “What would you have done differently?” (See Interview protocol question
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Q in Appendix E).

Clanndinin and Connelly (2000) then write:

In this earlier work, we included the dimensions of place within the

environment. We now believe it is preferable to see place as a third

term, which attends to the specific concrete physical and

topological boundaries of inquiry landscapes. (p. 51)

The consideration of place is also important to this methodology. Title 1
elementary schools are a place and distinctly unique because of the student population
they serve and the increased expectations for learning growth especially for students in
marginalized groups.

Dewey (1938/2007) developed a philosophy of experience and education from
which this narrative inquiry approach is based. When describing the relationship of
Dewey’s philosophy to narrative inquiry, Ollerenshaw and Creswell (2002) write:

This means that to understand people (e.g., teachers, students, and

administrators), one examines their personal experiences as well as

their interactions with other people. Continuity is related to

learning about these experiences, and experiences grow out of

other experiences and lead to new experiences. Furthermore, these

interactions occur in a place or context such as a school classroom

or a teacher’s lounge. (p. 339)

I interviewed ten elementary school principals from high poverty elementary
schools. After my interviews, I followed narrative inquiry guidelines to analyze and
mediate between the different meanings by using a coding process. Notable proponents
of this technique in the field include Strause and Corbin (1998) and Charmaz (2010).

Charmaz explains the process in this way:

Coding consists of at least two main phases: an initial phase

involving naming each word, line, or segment of data followed by
39



a focused, selective phase that uses the most significant or frequent

initial codes to sort, synthesize, integrate, and organize large

amounts of data. (p. 339)

Charmaz continues to write about the importance of “memoing”—in which the
researcher captures comparisons and connections that are made in writing. The memos
take the form of conversations that the researcher is having in his or her head as they
analyze the coded words or phrases. The memos can be retrieved later or used sooner.
They also keep the researcher engaged in the data. This means that to understand people
(e.g., teachers, students, and administrators), one examines their personal experiences as
well as their interactions with other people. Continuity is related to learning about these
experiences, and experiences grow out of other experiences and lead to new experiences.
Furthermore, these interactions occur in a place or context such as a school classroom or
a teacher’s lounge (p. 339).

Charmaz’s approach aligns with the social constructivist worldview that is
guiding my research.

Role of the Researcher

Participant Observer. When considering the role of the researcher, Marshall
(2011) says, “The researcher is the instrument” (p. 112). In order for the remainder of the
section to be more easily read, instead of using third person, I will use first person when |
am speaking as a ‘participant’, and third person when I am distancing myself from the
study as the ‘researcher’. As the researcher or instrument, I will be inserting myself into
the daily lives of the participants. Therefore, it will be important to consider several

ethical issues (p. 112). Most importantly, as a researcher I must disclose my personal
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interest in the study, which is to investigate and describe the leadership and decision-
making skills that principals employed during economic reductions. I have a personal
desire to learn what these skills are, not only to answer the research question but also to
enhance my personal decision making as a principal. I built enough rapport with the
participants that they trusted and believed I was sincerely adding to the knowledge base
regarding leadership and decision making. I used a letter to request participation of the
principals, which will serve as an entry/informed consent document. These letters are
located in Appendix B.

Researcher Bias. Since the study was an inquiry into my own field of work, it
was important for me to address my own biases before any data was collected. Patton
(2002) provides a series of reflexive questions in the form of an inquiry that [ used as a
guide (p. 66). The inquiry covers three general areas that include the participants who are
studied, myself as the qualitative inquirer, and those receiving the study, or the audience.

Researcher as Qualitative Inquirer. | have had the benefit of ten years of
experience as an elementary school principal. Eight of those years included experience at
high poverty elementary schools. Within the five-year span of time that I was assigned to
one of the schools, we made the transition from a targeted Title I program to school-wide
status. My experience in Title I schools continued into my next assignment. With that
experience, I can say that I was able to relate to the experiences of the participants. At the
same time, I didn’t want to assume that these principals approached their work in the
same way that I chose to. I also needed to avoid making any judgments about their

responses to my questions. I was hopeful that the findings in the study would be as

41



objective as possible, so that they would benefit other elementary principals leading high
poverty schools.
Participants and Recruitment

For the purposes of my research, I invited 20 retired principals from seven
districts who were leading Title 1 schools during the time period between the 2009-2010
school year and the 2013—14 school year (the most intense budget reduction years). The
sample was purposive because I wanted to focus on the experiences of Title 1 principals
who were employed during the time of financial crisis.

Recruiting. Retired principals who worked in Title 1 schools between 2008 and
2014 were recruited for the study. All of the principals who participated in the study
worked in urban or suburban school districts with high levels of poverty. I took initial
steps to recruit by contacting professional organizations who could refer me to potential
participants. A representative from one organization referred me to Education
Northwest, a non-profit agency in the Northwest that provides leadership training to
school leaders. A representative from this agency developed a list of twenty potential
participants who fit the criteria for this study and shared their contact information with
me. All of the participants were recently retired principals from Title 1 schools who were
coaching principals of schools that were designated to receive additional funding and
support to improve student achievement outcomes in order to meet requirements
established by NCLB and ESEA waivers. I sent an e-mail message out to all twenty of
the potential participants with the goal of recruiting ten participants. I selected the first

ten who responded if they agreed to the requirements for participation. The requirements
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are listed in the IRB consent form that is located in Appendix B.
Perception

Researcher’s perceptions of participants. The participants in the study were the
researcher’s peers. These participants were able to lead schools with high poverty that
achieved significant results in terms of student achievement while experiencing
reductions in staff and school days. I approached the study with some assumptions about
what shaped their world views, including the belief that all students can learn despite the
circumstances they face in life—including the challenges that come from living in a
culture of high poverty. I assumed that the participants had high levels of confidence in
their teachers’ ability to help students learn.

Participants’ perceptions of me. In terms of their perceptions of me, I wondered
if they might have thought that I was a little overambitious in taking on the study. I also
wondered if they thought that my time could have been spent doing other things, such as
spending more time with family outside of work, or at least focusing more on my role as
a practitioner as opposed to a researcher. The evidence I had for these assumptions
included conversations I had with colleagues in my own school district who questioned
why I was taking this project on, when our workloads were increasing without a similar
increase in salary or other compensation. These perceptions were important because they
could have influenced how I might have interpreted their responses to my questions.
Audience for Study

Since elementary principals from high poverty schools and potentially those

administrators that support them are the intended audience, I hope that they will see me
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as a colleague in the field who is taking significant steps to share his findings about a
profession that is challenged by significantly reduced resources. I can imagine that they
will bring several perspectives when they review these findings. Perhaps principals from
different settings will wonder how the district found itself facing these circumstances,
particularly if they are from a different district where the economic conditions and
policies were different. My findings will emerge from the research and they will benefit
principals in a variety of settings and circumstances, including those who are seeking
initial and continuing licensure.
Control for Bias
I put in controls that helped me to limit my bias when interpreting the data. I planned to
use the steps Marshall and Rossman (2011) recommend. They include the following:
* T used aresearch partner who thoughtfully and gently questions my
analysis.
* [ built in a time for cross-checking and peer debriefing to search for
negative instances.
* My analysis used, but was not limited by previous literature.
* [ examined alternative explanations to questions that arose from the data.
* T used a memo taking process that had two sets of notes. One had
explicitly descriptive, non-evaluative note taking. The other had tentative
categories and personal reactions.
* [ kept a running record of the procedures I used throughout my research so

that they could be examined externally if necessary.
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Bracketing. One aspect of bias control is having the proper mindset while
conducting the research. Creswell (2007) points to the work of Moustaka (1994), who
emphasizes the importance of the descriptions of the lived experiences of the participants.
The term used to describe the process is called transcendental or psychological
phenomenology. An important component to the approach is the action of epoche, or
bracketing, in which the researcher must set aside his or her own experiences as much as
possible so that they can have a fresh perspective of the phenomenon being studied.

However, the concept of bracketing was important to consider for myself, as my
own lived professional experiences might have resembled those of the participants in the
study. Edumund Husserl, (as mentioned in LeVasseur, 2003) a philosopher, is considered
by many to have introduced the idea of phenomenology. He opposed the idea of
naturalism, which says that empirical science is the only way to determine truth. He
emphasized the importance of the lived experience of human beings as the source from
which science originates (LeVasseur, 2003, p. 410). Husserl used the terms “epoche” and
“bracketing” interchangeably (Stewart & Mickunas, 1990).

New definition of bracketing. LeVasseur (2003) has proposed a new definition of
bracketing which was helpful in my research. She writes:

The project of bracketing attempts to get beyond the ordinary assumptions

of understanding and stay persistently curious about new phenomena. I

believe this provides opportunity for fresh experience and the possibility

of new horizons of meaning. (p. 419)

The idea that one’s curiosity can help to keep the inquiry fresh by avoiding pre-conceived

notions was something I felt I could grasp. I have always had a passionate curiosity to

learn about the professional lived experiences of my peers. The drive was
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strong enough to allow the suspension of my beliefs in the search for new perspectives.
Creswell (2007) has observed researchers who have dealt with the problem by describing
their own experiences with the phenomenon and bracketing out their views before
describing the experience of others.

Bracketing technique. 1 employed the use of a reflective journal. Ahern (1999)
recommended the use of a journal to write about instances when the researcher
recognizes feelings that could interfere with the researcher’s neutrality. The journal can
be used to help identify the origins of the feelings. If the origins of the feelings cannot be
separated out, then it will be necessary to consult with a colleague to make sure that the
data collection and analysis have not been affected. Glen, Mitchinson, Poole, and Wall
(2004) demonstrated the use of a reflective journal for the purposes of bracketing in their
research, which examined the lived experiences of patients and their partners during the
period leading up to their diagnosis of Non-Hodgkins Lymphoma. In their study,
researchers took time before their interviews to review those issues of their own that
could interfere with the questioning. They would consciously set those aside and use
active listening techniques to stay focused on the phenomena being investigated. If a
participant brought up a topic that was not relevant to the phenomena and the researcher
encouraged the participant to talk more about it, a note would be made in the reflective
journal and the researcher would take steps to mentally set it aside before the next
interview, committing to stay focused on the phenomena that is being studied.

Learning and growth. With bracketing, my purpose was to learn about and

describe leadership skills that were employed in similar circumstances to my own. For
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example, Young (2014) writes about two types of learning growth, longitudinal and
exponential. He writes that in the early phases of learning, one will often see growth that
steadily improves. Examples include athletic activity, such as running or riding a bike,
where the progress is linear.

However, we also experience exponential growth in areas of life that are not as
predictable. Long periods of struggle may occur and then all of a sudden quick success is
gained. During the struggle, one may experience a large amount of negative feedback
about his or her performance and choose to give up. Young says it is important to
understand features of the environment, in order to understand whether the growth is
linear or exponential. He promotes the idea of looking at how other people have
progressed in the field by not looking at their rates of improvement, but by looking at
whether growth slows down or speeds up with mastery. This is the kind of insight I was
hoping to gain by placing aside my own views, habits, and mindsets, in order to gain a
new understanding in my field.

Ethical Considerations

It was important for me to consider the questions asked by an institutional review
board (IRB). These questions addressed attaining access to sites and subjects, providing
for informed consent, the kinds of interactions I would have with the subjects, the risks
the subjects would take, and how I would reduce those risks (such as using school and
personal pseudonyms, reversing gender pronouns) and how I would guard the privacy of
data and subjects (Glesne, 2005).

Use of Time and Energy
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Bogdan and Biklen (2006) recommend that qualitative researchers consider
boundaries for the use of their time and energy. The timeline needed to be realistic. |
completed the research over 16 weeks of time, which included the Fall and Winter terms
of 2014-2015. The Spring term was devoted to data analysis and reporting on the
findings.

Contrasting Narrative Inquiry and Ethnography Designs

In the classic case study of one principal, Ed Bell, Walcott (1973) took an

ethnographic approach. He wrote:

To describe and analyze the elementary school principalship from a
cultural perspective. This study focuses not only on a particular group of
people elementary school principals—but on the behavior of one specific
elementary school principal during a particular period of time...This study
focuses on those human processes in which the principal engaged that
were most directly related to his assignment as a principal. However, an
ethnographic inquiry into what a principal does as a principal cannot
ignore the broader context in which an individual lives and works, and the
various ways in which circumstances that appear to be external to his
occupational role may actually exert considerable impact. The attention to
context and to complex interrelationships in human lives is what makes
ethnographic accounts different from accounts written from the
perspective of other social sciences. Ethnographic accounts deal with real
human beings and actual human behavior, with an emphasis on social,
rather than on physiological or psychological, aspects of behavior.
(Wolcott, 1973, p. xv)

My study took a different direction, in that the research took the form of a
narrative inquiry as opposed to that of ethnography. In his study, Walcott limited himself
to the “etic stance” of an outside observer. In the etic approach, the observer does not
discuss his views with the participants (Creswell, 2007). Hoppey (2006) studied the role
of the principal in an era of high stakes accountability using a case study design. In his

rationale for the use of a case study, he notes that the participant in
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Walcott’s study, Ed Bell, was distraught by Walcott’s interpretation of Ed’s behavior. Ed
felt that he was portrayed as inept. Hoppey writes:

The principal’s purpose was to identify, eliminate, and solve issues as they

arose. In direct contrast, Wolcott’s purpose for being in the school was to

uncover how people resolve problems “in an effort to describe and to

understand how principals behave” (p. 317). His decision not to personally
discuss his observations with his participant played into this mixed
reaction from his participant, and limits his case study. Thus, the principal

did not envision the finished report the way it turned out because Wolcott

did not try to understand the principal’s underlying beliefs or values that

guided his decision-making and leadership. (p. 44)

Emic stance. In my project, I used an “emic stance,” in which the views of the
participants are considered (Creswell, 2007). An emic approach, from an anthropological
perspective, takes note of the constructs, conceptual themes, and categories expressed by
those of the native culture (Lett, 1990). In my case, the participants are the native culture
and [ am a part of that culture. Researchers who take an emic stance try to put aside
existing theories and assumptions to see if new themes or concepts emerge.

Etic stance. On the other hand, Lett (1990) describes the etic stance, in which the
researcher starts with an existing theory or assumption from outside of the culture and
sees if it applies to the phenomena being studied. In contrasting the two stances, Harris
(1976) writes that the difference between the two stances depends on whether the
phenomena investigated is occurring in “the heads” of the actors (emic) or in the behavior
stream that is being observed (etic) (p. 335). The conception of the two stances came
from the linguist Kenneth Pike, who used the suffixes of the words phonetic (etic) and

phonemic (emic) to explain observations of language. The phonetic sounds could be

observed when looking at the physical ways in which the sounds are produced, such as
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vocalizations. On the other hand, phonemic sounds are the unconscious ways in which
sounds are distinguished from each other “in the heads” of the actors (p. 331).

Bracketing was an important process to follow since I took the emic stance. |
believe that my curiosity and desire to understand the lived experiences of my
professional peers helped. The how and why behind the decisions of elementary
principals interests me just as much as their behavior.
Data Collection

The data collection consisted of in-depth interviews of the participants, as well as
a review of budget and staffing documents. The nature of the interviews was open ended
and additional artifacts were included. Kvale (1996) wrote that the purpose of interviews
is to understand the “life-world” of the participant by attaching meaning to their
responses. In order to gain the depth and quality I was seeking, for each participant, I
conducted one interview of thirty-to-sixty minutes. Seidman (1991) suggests that the
interviewer conduct a first interview to gain the trust of the participant by developing
rapport. I did this through an initial meeting, where the participant and I had the
opportunity to get to know each other without starting the formal interview. Seidman
(1991) suggests that the second interview can explore the experience in depth. As a
researcher I “co-composed” (Clanndinin, [2000]) the field texts. These texts are shaped
by Clanndinin’s notion of three-dimensional inquiry space by using questions or prompts
that will guide the participant through the dimensions of temporality, personal and social,
and place. Each interview was recorded, transcribed, and then the transcription was sent

to the participant for member checking and review. At any time, a participant had the
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opportunity add to their comments via text, telephone, email, or in person. Following
Seidman’s protocol, I reviewed the transcripts and prepared more focused follow up
questions, if necessary, for a second round or clarifying interview.
Data Analysis

After completing the interviews and reviewing the transcripts with participants, |
began the initial analysis by completing a close read of each transcript. Using “Atlas ti”
software, I began to create memos for lines and sections in the transcripts—in addition to
creating “in vivo codes,” or words that were the exact words of the participants. Since I
was using a narrative inquiry approach to my analysis, I identified answers to questions
that were given to me in narrative or story form. Memos and codes were developed for
each of the narratives, including those that had artifacts associated with them. They were
then compared with other narratives across all ten transcripts. The “Atlas ti”” software
helped me to create links between memos and codes to identify patterns. Memos were
compared across transcripts to identify themes that were emerging. Those themes became
the basis for my findings and conclusions. Throughout the process, a shadow researcher
reviewed my analysis to check for biases that might affect my interpretation of the data.
The shadow researcher also read journal entries of my own initial reactions after I
completed each interview. This feedback also helped me to filter out my personal biases.
The role of the shadow researcher and their involvement in the study will be explained
further in chapter 4.

Another aspect of the analysis involved restorying. Ollerensha and Creswell

(2002) adapted Clandinin and Connelly’s three-dimensional narrative space structure.
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Table 2 functions as a graphic organizer to explain aspects of this structure. The personal
and social components are parts of the interaction continuum, while the past, present, and
future comprise the continuity continuum. Situation and place are in a category by

themselves. This analysis was done after the entire series of interviews were completed.

Table 2
Restorying
Interaction--------------- Continuity:
Personal Social Past Present Future Situation/Place

In the interaction continuum, the researcher analyzes the personal experiences of
the participant who is telling their story. The researcher also looks at the interactions the
participant is having with other people.

The researcher analyzed the participant’s narrative in terms of the past, present,
and future in the continuum.

When considering situation or place, researchers analyzed the physical locations
in the narrative, as well as the sequence of the locations in the story.

Themes. After each interview, the data was organized around themes that were
generated from the literature review, research questions, interview content, and the
purpose for the study. I expected a theme might emerge to align with the standards for
principal evaluation that are listed in Table 1. I also focused on key themes in the

literature review that are aligned with the principal evaluation standards. One theme I was
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especially interested in was the perceived role of the principal as a learner, as well as his
or her ability to promote a culture of learning. More specifically, I was interested in
hearing about the ways in which principals addressed barriers. Barriers might have
included the following: institutional culture, personal beliefs and motivations, bias,
discrimination, and cultural insensitivity (Muhammad & Hollie, 2012).

Coding. When coding the data, it was important to keep an open mind as |
immersed myself in the data. Yin (2003) recommends that the researcher start with a
general strategy for analysis. He suggests starting first with a small question from the
protocol, draw a tentative conclusion, and then continue to a larger question following the
same process. Charmaz (2010) recommends starting with line-by-line coding using the
following strategies:

* Breaking data into parts

* Defining actions

* Looking for assumptions

* Interpret actions and meanings

* Comparing data. (p. 50)
She suggests that the researcher shouldn’t generate conclusions or theories. Throughout
the process, I used constant comparative methods (Glaser & Strauss, 1967). At first, |
compared different sets of data to find similarities and differences. For example,
interview statements were compared with other interview statements or incidents that
were mentioned. Incidents were compared with other incidents. Charmaz (2010) advises

that researchers see their own perspectives as one among many in order to avoid
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prejudgment of what is happening. It will be important to see the world through the
participants’ eyes.

After initial coding, the researcher moved to focus coding on areas where the
significant or most frequently occurring codes were used to sort the large amounts of
data. At the next level, axial coding, or finding links between categories was applied.
Strauss and Corbin (1998) provide a procedure. Essentially, the procedure results in a
potential frame that researchers can apply. The frame could be developed into a theory,
but Charmaz (2010) cautions that the codes themselves are not objective criteria. Rather,
they should be used to sharpen and focus the analysis. She says that it is important to
interrogate one’s self.

Memoing. Charmaz (2010) suggests that memo writing be used as a way to
analyze the codes and phrases that have been formed. She writes that it is a time for
discovery. Rather than advocating a single procedure, she recommends that the
researcher use the following components:

* Codes should be defined by analytic properties.

* Processes should be spelled out.

* Comparisons should be made between data, codes, and categories.

* Raw data can be brought into the memo.

* Empirical evidence should be used to support category definitions and analysis.
* List opinions that could be investigated in the field setting.

* Point out gaps in the analysis

* Ask questions of a code or category. (p. 82)
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Summary

The purpose of this narrative inquiry was to understand the leadership and
decision-making skills elementary principals of high poverty elementary
schools employed when having to respond to decreasing resources and the need for
increased student achievement. A narrative inquiry approach was used to research the
lived experiences of the principals. More specifically, the narrative inquiry research was
conducted from a social constructivist point of view (Creswell, 2007; Lincoln & Guba,
1994). Research methods used hermeneutical phenomenology, which is oriented toward
the lived experience of principals (Van Manen, 1990).

Consideration of the researcher role as participant observer took into account the
researcher’s perceptions of the participants, the participants’ perceptions of the
researcher, as well as the audience for the study (Patton, 2002). Controls for bias included
the important step of bracketing to maintain the proper mindset while conducting the
research (Creswell, 2007).

Ethical considerations with oversight from the institutional review board (IRB)
took into account the potential risks participants might have experienced. An informed
consent procedure was used and steps were taken to secure confidential data and
participant privacy.

For the purposes of the study, the researcher took an emic stance as opposed to an
etic stance. In an emic stance, the researcher does not start with a theory or assumption to
guide the research. Rather, the researcher looks for themes and patterns that emerge from

the data (Lett, 1990).

55



Principals were invited to participate in the study. They included retired principals
of Title 1 schools in Northwestern states during the time period from the 2009-2010
through the 2013-2014 school years.

The data collection consisted of at least one in-depth interview per participant,
with an open-ended structure. Each interview was audio recorded and transcribed. After
the interview was transcribed, it was sent to the participant for member checking.

The data analysis used a narrative inquiry approach that was guided by the

recommendations of Strause and Corbin (1998) and Charmaz (2010).
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CHAPTER 4
Findings and Analysis
Review of Study

The research question asks how principals of high poverty elementary schools
responded to the phenomena of reduced resources and the expectation of increased
student achievement.

Purpose. The purpose of this narrative inquiry was to describe the leadership and
decision-making skills elementary principals of high poverty elementary
schools employed in response to decreasing resources and the need for increased student
achievement.

Research question. How did principals of high poverty elementary schools
respond to the phenomena of reduced resources and the expectation of increased student
achievement?

Organization of Findings

Following a narrative inquiry approach, I audio recorded each interview and each
interview was transcribed. The narrative transcriptions were coded for significance in
relationship to the research question. These codes were then analyzed for patterns or
groupings that appeared to be significant. The findings of the study are organized in the
following sequence: analysis of data, presentation of results (participant demographics,
participant leadership style, and categories of responses to times of economic crisis), as
well as lessons learned and additional bits of wisdom. In Chapter Five, I compare my

own experiences to those of the participants in this study.
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Analysis of Data

After completing the interviews and reviewing the transcripts with participants, I
completed close reads of each of the transcripts. Atlas.ti ™ software was used to assist
with the coding process. The transcript documents were loaded into the software. This
allowed me to apply constant comparative analysis to all of the quotes and codes |
identified. The software also had tools that allowed me to identify co-occurring codes
across all of the transcripts. Since I was using a narrative inquiry approach to my
analysis, I identified answers to questions that were given to me in narrative or story
form. Memos and codes were written for each of the narratives, including those that had
artifacts associated with them. Each participant was asked to bring an artifact that
represented his or her career as a title 1 principal. The narratives were then compared
with other narratives across all ten transcripts. The Atlas ti™ software helped me to create
links between memos and codes, and to identify patterns.

Coding to Categories. | started my first read of the transcripts with line-by-line
coding, which consisted of assigning a description to each line of dialogue. Since the rate
of progress with this level of analysis was slow, I moved to incident-by-incident coding
of the narratives. After completing the first read, I had 539 incidents that were coded. In
the Atlas ti™ software the incidents are considered quotes. In the second read, I began
comparing quotes across all ten of the documents. After identifying synonyms and
common terminology, I was able to reduce the number of codes to 100. After working

through the third reading of each transcript, I began to notice that the codes could fit into
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broader categories of codes that described styles of leadership (Figure 4.1). One in vivo
code inspired by a term from one of the participants, suggested a military theme. The
term he used was “loyal lieutenant.” I decided to adopt that as one category of leadership
style. I will describe the other two categories I was able to identify in the Categories of

Leadership section below.

eLine-by-line and
incident-by-
incident coding

duced 539
Read produce

IT'S

LS S LR - Comprin of
e Read

number to 100.

eThree
1IC categories of
/ leadership
— styles were
Re a d identified.

Figure 4.1. Code reduction process.

The categories of leadership were derived from the narratives and initiated by a
participant who called himself the “loyal lieutenant. The other categories included
“creative captain,” and “mission major.” Each of these categories is further explained in
the “Interpretations of categories of leadership style” section.

Research Procedures. The research procedures included five steps, which are illustrated
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in Figure 4.2. Interviews were initially recorded with a small hand-held digital audio
recording device. The audio recordings were digitally sent to a transcript production
service. Upon receipt of the transcripts, they were sent to the participants for member
checking over e-mail. After participants reviewed the transcripts and made changes, the
transcripts were sent back to me so that they could be coded for significance in

relationship to the research question.

Interviews Using Audio Recording

Transcripts Taken From Audio
Recordings

Member Checking Through E-mail
Correspondence

Transcripts Coded for Significance to
Research Question

Code Analysis For Emerging Themes

Figure 4.2. Steps for analysis.

Figure 4.3 demonstrates the overall digital process I had used by the time I had
reached the third reading of the transcripts. I started with ten transcript documents that
were loaded into the software program. Those documents are listed on the 1* left-hand
column of the figure. Moving right, the dialogue from the transcripts is located in the

next column. The coding of incidents (incidents are coded in blue) occurred in the next
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column, and memos associated with incidents and quotes are listed in the last column.

800 Leadership Skills of Elementary Principals P
+ v | | Quotation from Selection | [ Add Coding |  Code In Vivo |  Quick Coding

[ Hide [Documents| 2 : PWinterview1515.doc +] [ Quotations| No Selection 4] [Codes| No Selection +] [ Memos | No Selection :| Hide[l
o 2 X BH3-20-15.doc Creative Captain Dec182014.doc JK3-4-15.doc PWinterview1515.doc | 8| pocument 2
O L PR Ry T R OTS Ty T
Q Search Documents knew I was in the same boat. I'm good with being kind of 7 in the same boat. PWinterview1515.doc
Sort by Number ¥ under the same measures. And then it is what itis. Class
1 BH3-20-15.doc size increased. That certainly is an issue, and a hard one for Comment
2 PWinterview1515.doc T staff, all of those planning pieces. P Accepting the hard reality of .. WAE

3 KF2-18-15.doc 7€
4 Dec222014.doc ¢
5 TC2-16-15.doc

6 BC1-27-15.doc

7 JK3-4-15.doc

9 Dec182014.doc

2 10 122914MD.doc

11 VB1-21-15.doc

But in terms of just dollars for materials, the part that I said
I'd mentioned that's a part of who I am, I'm actually one of
11 kids, and there's only one other sister and I who
completed college. And so I was the first. Now I had
distant relatives and cousins who had gone to college, so
those doors were kind of open to me. But I think I had
some tenaciousness in my personality that just locked on

. I'had no idea I'm gonna maneuver through.

Faith in getting through She talks about all of her school experience
Working through obstacles together rather than just one school.
Having to share

Nobody was there training me or checking grades. Thadto % Fear of losing job
work all the way. So none of it was easy, so I guess didn't g Working through obstacles ne
see this as any big surprise. And I think my point was I Y Saving resources % | skills Created: March 24, 2015
know how to white knuckle a budget, and in my first years 3 Creative Captian s Kevin Spooner
as a principal, I'm guilty of giving too much money back = z Changed: March 24, 2015
because I was never gonna go over. Going over is how £ Kevin Spooner
you lose your job. So I think for me it's never been about €
how many material things you have. It's always been about E = | Skills
how you're working together s a team. The tangibles are §
really the . z

Interviewer: Did the district end up having to make any cuts in school
days atall? Do you remember at the time were there some
furlough days and reductions —?

Interviewee: There were. Honestly, I can't remember when they came 3 | Honesty
for Hillsboro. I was with Hillsboro school district. Yes, § Being in a bargaining position
absolutely, there were cut days. In fact, there were cut % Accepting the hard reality of .
days. One of the things that kind of is disappointing is that =z 2

Show All Quotations O

Figure 4.3. Screen shot of transcript third read.

Memos. Memos associated with the incidents and codes were compared across
transcripts to look for emerging themes. The memos contained my reactions to quotes
from participants, notes about connections to other participant quotes, and notes to self
about inquiry directions. The categories of leadership themes emerged from this analysis.

Figure 4.4 below illustrates this process.
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Codes

Developed Memos Used

Themes

With First To Compare
Emerged

First and
and Second
Second Reads
Reads

Figure 4.4. Movement from codes to memos to themes.

Shadow researcher. Throughout the process, a shadow researcher reviewed my
analysis to check for biases that might affect my interpretation of the data. The shadow
researcher also read journal entries of my own initial reactions after I completed each
interview. This feedback also helped me to filter out my personal biases. We leveraged
Google Hangout technology to create a shared environment for the bias filtering. See

Figure 4.5 for a visual representation of this process.

62



Google+ Hangouts

Y00 Leadership Skills of Elementary Principals ™ W photos on Google+
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that time I was opening a new g S
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don't have enough materials hgm," Z z Kevin Spooner
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within the district. Kevin Spooner
So there was somebody behind me So there was somebody behi

to go back to other schools and say,
"We need more of your books. We
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So there were people to help get
what we need, and we were kind of
under the spotlight. So in terms of
that opening, I felt that there would
be equity and that we would get
basically what we need. The

equity
getting needs met
downturn
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downturn has been here longer than 3
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I guess I would feel differently if T ——————
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Figure 4.5. Screen shot of myself and shadow researcher reviewing my analysis using
Google Hangout™.
Presentation of Results

In this presentation of the results, I will provide an overview of the participant
recruiting process, the inquiry process, a summary of participant demographics,
interpretation of findings of leadership style, and additional lessons learned with hidden

bits of wisdom.

Overview of inquiry process. The inquiry process was semi-structured so that
participants could tell their stories. I was able to establish rapport and trust with the
participants by sharing the interview questions with them before the interviews. Many

participants chose to extend their responses beyond the scope of the initial questions. The
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questions used in the interview are listed in Appendix E. The components of the process
are summarized below in Table 3. Most of the principals agreed to meet at convenient
locations, such as coffee shops or restaurants. All of the interviews took place in person,
and follow up communication—such as member checking—was done through e-mail.
An example of an e-mail message is provided in Appendix F.

Participant demographics. Table 3 summarizes demographic information for
each participant. All of this data was self-reported by the participants themselves. It is
interesting to note that the range of experience in title 1 schools extended from one to
twenty-two years. The participants all worked in either urban or sub-urban school
districts as opposed to districts located in rural areas.

Table 3

Participant Demographics

Participant Date Gender Age Race Years of Years of Experiences
Interview Servicein  Service as and interests
ed Public a Title 1 outside of

Education Principal Public
Education
Tricia Firth 3/20/15 Female 57 White 33 8 Reading,
crocheting,
hiking and
antique
shopping
Brenda Scott 1/5/15 Female 65 White 40 plus 4 Golf and
woman grandkids
of
privilege
(her
words)
Patric